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This study examined perceptions, disciplinary practices 
and academic achievement of urban male students. To this 
end, a survey of teachers was administered in three selected 
schools of a large urban school system. 
The study is based on the premise that the perceptions 
that teachers have of urban male students affect their 
disciplinary practices which subsequently affect students' 
academic achievement. 
The study variables include: race, gender and years of 
teaching (controlling variables); teachers' perceptions 
(independent variable); disciplinary practices (intervening 
variable) and academic achievement (dependent variable). 
The questionnaire was administered among 92 teachers 
during regular staff meetings at each school. The average 
time to complete the questionnare was 10 to 15 minutes. 
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Both univariate and bivariate techniques were employed 
for data analysis. Specifically, univariate measures 
included frequencies and percentaqes; and bivariate measures 
included two-way cross tabulations and rank order corre¬ 
lation analysis. 
The study found that significant statistical relation¬ 
ships do exist between certain teachers' perceptions, dis¬ 
cipline practices and academic achievement. In other words, 
positive perceptions of urban male students generate 
teachers' attention to implement positive discipline 
practices. Teachers attempt to make discipline practices a 
positive learning experience. They also attempt to 
positively assess their students' academic achievement. 
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Schools, teachers and students coexist in complex 
communities and face complex problems. These problems are 
not new but require a new direction if all children, 
especially American urban males, are to succeed. The 1997 
report of the National Center on Education Statistics (NCES) 
disclosed that urban males, the majority of whom are Black, 
are an "endangered species." Compared to other gender-race 
groups, they have the highest dropout, suspension and 
expulsion rates; the highest rate of infant mortality; and, 
the shortest life expectancy. They are most likely to be 
unemployed or underemployed and incarcerated. According to 
Kindlon and Thompson in Raising Cain,Protecting The 
Emotional Life of Boys, when we look more closely into 
school or home problems with boys, or the emotional problems 
of boys, we almost always find excessive or misguided 
discipline as a contributor to the conflict (1999). After 
researching the "Social and Effective Development of Black 
Children" in a sample of five hundred fifth-grade Black 
boys, Hare and Castenell (1995) concluded that Black males 
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are most feared and least likely to be effectively taught. 
Where we see harsh discipline or abuse in boys' lives, we 
see boys who struggle with shame, self-hatred, and anger. 
Many boys simply shut down emotionally at a young age and 
stay that way, unable to understand or express their 
feelings as they move into adult relationships in work, 
marriage and family (Kindlon and Thompson, 1999). 
The second annual report for the Wake County, North 
Carolina Public School System examined students' achieve¬ 
ment. Males, overall, were more frequently identified as 
learning disabled than females; Black males were more 
frequently identified as behaviorally and emotionally 
handicapped than other groups. Schiamburg (1986) observed 
that while 50% of urban males aspired to professional and 
technical careers, only 7% ended up working in such jobs. 
White males, though fewer, aspired to these same job 
categories, eventually more were employed in them. 
Problem Statement 
In his article, "Boys, Most Dangered and Endangered," 
Tetzell (1996) declared that the "business as usual" 
approach is not working. He estimated that nearly 40 
percent of urban youth fail to graduate from big city high 
schools and more boys are embroiled in the criminal justice 
system than any other group. The majority of boys involved 
in the criminal justice system are urban males, of whom the 
majority are African-American. Age-wise, those in the age 
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group of 12 to 17 years constitute the highest percentage of 
detainees for 90 days or more (U. S. Department of Juvenile 
Justice, 1996). 
Social workers, therefore, must bring to bear those 
resources that contribute to positive life experiences for 
all children. It is anticipated that this research will 
yield information usable in the formulation of policies to 
improve the life conditions of male children in America, 
especially urban and African-American males. Three areas 
considered in this research are: teachers' perceptions of 
urban male students, their discipline practices as a result 
of those perceptions, and the students' academic achievement 
as a function of the first two (perceptions and discipline 
practices). 
Kunjufu (1991) studied 25,000 high school students 
across the nation to examine "The Conspiracy to Destroy 
Black Boys." The study found that African-American boys, as 
compared to Whites, Hispanics, and African-American girls, 
are "particularly and perhaps uniquely" vulnerable to 
"academic disidentification," the phenomenon in which 
success or failure in school ceases to matter. This 
phenomenon is a form of self-defense against "poor academic 
performance." 
Low self-esteem is associated with poor academic 
performance (Kunjufu, 1991). Many minority and poor students 
are unable to relate their personal situations and 
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experiences to their curriculum, and the schools' teachers 
(who often represent middle class society) can not assist 
them (students) in making such connections as their worlds 
of reference are totally different. This mismatch between 
the expectations of teachers and urban male students 
establishes and reinforces academic disidentification. 
Secondly, ineffective disciplinary strategies are 
viewed as another probable cause of failure for urban males. 
Failure in school is directly associated with discipline 
practices. Graham (1995), found that the majority of 216 
southern urban schoolteachers she studied were white females 
and less likely to punish male students than their white 
male peers. Researchers inferred that the reluctance to 
discipline may stem from the perception that "Black students 
fight and steal anyway, punishment would be a waste of the 
teachers' time and energy." White female teachers have 
little hope in their ability to make a difference in the 
child's life. Teachers' sense of efficacy affects their 
ability to maintain order in the classroom, which in turn 
affects students' learning. Teachers with a high sense of 
efficacy believe that their efforts and expertise have more 
impact on students than the student's socioeconomic 
background per se (Smylie, 1988? Tatum, 1995). 
Good teachers are central to high quality education. 
Irvine (1991) in her book entitled, "Black Children and 
School Failure," refers to teachers as "social translators." 
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The teacher translates the real world to students through 
interaction and teaching. The way students view the world 
very often is the result of their relationship with their 
teacher. Most of our children's formal education takes 
place through interaction between teachers and students in 
the classroom. Irvine believes "lowered expectations from 
teachers could be caused by a lack of cultural 
synchronization where teachers and students do not share a 
common understanding" (1991). Because urban students come 
from a different culture and therefore act different, 
teacher expectations are lowered. 
Morton's (1993) study on "Teacher Collaboration in 
Urban Secondary Schools," concluded that teachers and 
schools have the ability to bring about change in students 
despite outside factors beyond the teacher. Recognizing the 
need for change that makes all students successful is the 
basis for this study. 
Purpose of the Study 
The purpose of this study was to examine teachers' 
perceptions of urban male students as they relate to 
disciplinary practices and academic achievement. This study 
provides baseline data and information that may be usable by 
teachers, social workers, researchers, and policy makers. 
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Historical Context: Males in American Education 
Public education evolved in America primarily for boys. 
During colonial times, public education was typically 
available to White males only for the purpose of preparing 
them to "lead and take charge of the world" (Tyack and 
Hansot, 1990). Girls integrated public education in the 
early 19th century, and by 1890, co-education for Whites was 
clearly the most common model for public schooling (Tyack 
and Hansot, 1990). Before the turn of the century, schools 
had been established in every community in the United 
States. 
Gagne's (1996) response to the question of "Why Study 
Masculine Gender" is that "since early days in America, the 
study of white male literature, history, philosophy, and 
science, from a white male perspective, has dominated the 
public school curriculum." The majority of recorded history 
is the history of white males. In effect, the white male 
paradigm is history. This paradigm has oppressed even white 
males. Through the history books, the power and prestige 
granted them by race and gender will be what they need to 
find their place in the American dream (Gagne, 1996). 
Gagne suggests that there is very little data which 
addresses negative concerns arising from white males and 
schooling. One study suggests that "White males see 
themselves as the norm by which others are measured." 
Therefore, little attention has focused on their negative 
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behavior in the classroom. On the other hand, considerable 
data are available that explore the myriad of problems 
facing African-American males, who comprise the majority of 
urban males (Gagne, 1996). 
Little attention has been focused on the many 
contributions that African American males have made in their 
families, communities and the world. The few exceptions are 
those who participate in sports and entertainment. 
More formal learning through formal education for freed 
African Americans was the logical outgrowth of social 
ideology after slavery. Emancipated in 1865, Blacks 
temporarily joined the ranks of the nation's free citizens. 
However, the education of Blacks developed within the 
context of political and economic oppression (Boyd, 1992). 
Until the 1950's, separate but egual was the prevailing 
law and attitude as it related to education. Schools were 
separate and very unequal. Buildings, supplies, and pay for 
teachers were all insufficient. In 1956, the physical 
barriers of segregation were removed in the historic Brown 
versus Board of Education (Anderson, 1988). The law granted 
all children the privilege to attend the same schools. 
In most cases, especially in the South, public 
education was available for learning menial skills. Despite 
the challenges, Blacks persisted in the crusade to develop 
an education system compatible with their resistance to 
racial and class subordination (Anderson, 1988). Many of 
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them, poor, with few resources, migrated to urban centers 
(Anderson, 1988). Their hope was to secure better lives, 
increased opportunities for themselves and their children. 
Contemporary Context: Males in American Education 
Michael Wynn, in Empowering African-American Males To 
Succeed, writes "Urban males are the most 'at-risk' males in 
America's schools. As a percentage of the population they 
are most likely to be placed in special education, drop out 
of school, be suspended, be victims of perpetrators of 
violent crime, or incarcerated" (Wynn, 1997). Having 
painfully endured Chicago's urban ghetto, Wynn learned 
first-hand about the daily fight for survival experienced by 
urban males (Wynn, 1997). 
Millions of young boys in urban schools learn very 
early that life is unexpectedly cut short by frequent bouts 
of unemployment, poverty, ill health and misery. African 
American men die 14 years before European women, 9.5 years 
before African American women, and almost 8 years before 
European American males (Journal of Black Studies, 1997). 
The high mortality rates among African American males 
leave many adolescent and teenage boys without sufficient 
numbers of adult men willing or able to teach them how to 
successfully navigate the minefields of racism, economic 
dislocation, and violence. These problems create a shortage 
of men who can and will provide the guidance, love and 
nurturing necessary to help young boys and teenagers 
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overcome the pessimism, fear, anger, and fatalism that often 
surrounds them (Journal of Black Studies, 1997). 
African American boys understand that if they can not 
sing or dance, or do stand-up comedy, their opportunities of 
ever achieving economic stability and security will be 10 
times as challenging as for their European American 
counterparts, and under the worst circumstance, slim to none 
(Journal of Black Studies, 1997). 
Hopelessness frequently permeates the lives of many 
urban youth. They live in the midst of powerful malt liquor 
stores, heroin, and crack cocaine; each equally capable of 
shielding a young mind from the painful reality of the day 
to day struggle to survive and thrive in a hostile 
environment. It is difficult to grow up poor in an affluent 
society. More importantly, these conditions destroy, ever 
so slowly, the moral character and conscience of many young 
men and boys (Journal of Black Studies, 1997). These life 
threatening societal issues affect their lives as well as 
their progress at school (Journal of Black Studies, 1997). 
Owens, in "The Culture of School and the Problem of 
Change," believes, these societal problems meet the school 
at the door every day. They affect the students' perception 
and reaction to the school environment and those who must 
teach them. They affect the students' ability to learn. 
In order for these students to succeed, schools must 
incorporate a level of sensitivity to their world. Schools 
10 
must know their students in order to teach them. Carter G. 
Woodson discusses and confirms this in The Miseducation of 
the Negro as early as 1933 and so did Lisa Delpit in the 
1990's in Other People's Children (Woodson, 1933; Delpit, 
1992) . 
Typical teaching styles also seem inappropriate for 
some students. Boykin studied the behavioral patterns of 
children at home and in school, and found that, in the home, 
urban children (mostly Black) are exposed to high activation 
levels characterized by noises from television, stereos, and 
a steady flow of people in and out of the home. Conse¬ 
quently, they learn verbal concepts better through instruc¬ 
tional movement rather than through passive learning, which 
is typical of American schools. Perhaps school needs to 
have a relationship to their world. School may actually be 
responsible for the high failure of students, especially 
those of lower socioeconomic status, which in turn can lead 
to delinquency. The relationship between academic perfor¬ 
mance and delinquency is very significant for chronic 
delinquents. 
Morgan notes, in How Schools Fail Black Children 
(1994), that after the third grade the achievement rate 
begins to spiral downward which tends to continue throughout 
the child's academic career. The classroom environment is 
transformed from a socially interactive forum to a com¬ 
petitive, individualistic, and minimally interactive arena. 
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Morgan calls this "fourth grade failure syndrome." Boys 
make a poor transition between the primary and intermediate 
division. 
Just as important, many young men suffer from strained 
relationships with their fathers. Holland Spencer, a social 
scientist, believes that intervention strategies start too 
late. Many of the instructional strategies used in early 
childhood and primary education require children to copy the 
behavior modeled by the teacher. In most elementary 
schools, the principal, assistant principals, counselors, 
and teachers are frequently female. Therefore, boys view 
the school as feminine (Morgan, 1994). 
Spencer believes the most obvious psychosocial deficit 
in the environment of inner-city Black boys is the lack of 
consistent, positive role models. It is here, according to 
Spencer, that urban school systems can begin to make a 
difference in the lives of young men. By creating all male 
classes in kindergarten through third grade, taught by male 
teachers, many of the negative attitudes toward education in 
the primary years will be overcome. He also believes that a 
number of factors appear to determine whether a child will 
imitate the behavior of an adult model. Sex, race, power, 
authority, attractiveness, and perceived similarity of self 
are among the determinants that have been found to be 
important antecedents to children imitating adult behavior. 
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The only consistent available role models, who exhibit 
behaviors these boys consider appropriate for imitation, are 
males who have already, in most cases, rejected educational 
achievement as inappropriate for them. Thus, the cycle 
continues (Spencer, 1994). 
In 1992, the Paul Roberson Academy in Syracuse, New 
York opened to address this very issue. Boys in the academy 
were taught to live by basic principles — unity, self 
determination, collective work, responsibility, cooperative 
economics, purpose, creativity and faith. The academy hopes 
to pass these principles on from one generation to the next. 
These principles are believed to be helpful in helping young 
males become healthy mature men. 
According to Jackie Irvine (1995), Black males, who are 
the majority of urban males, are: 
More likely to interact with other Black males and 
least likely to interact with the teacher; 
More likely to have nonacademic interactions with 
peers ; 
More likely to use a cooperative learning style; 
More likely to be labeled deviant and described 
more negatively than white males; 
More likely to receive non-verbal criticism; 
- More likely to be in the lower academic track; 
More likely to be isolated socially and 
academically from white students; 
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More likely than white males to be sent to the 
principal's office for challenging the teacher; 
More likely to be judged inaccurately by teachers; 
Least likely to receive positive feedback. 
When a student perceives his race to be a factor in how 
he is treated, the results are feelings of alienation, 
hostility, conflict, and often aggression (Irvine, 1995). 
Local and Urban Context: Males in American Education 
Of the 3,006 students retained in Atlanta Public 
Schools in the 1996-97 school year, 93% were African 
American and 60% were male (Atlanta Public Schools, System 
Report, APS 1996-97). Not only are they more likely to be 
retained, this same group is more likely to go to jail 
(Dept, of Juvenile Justice, 1996). 
Even with these statistics, some local leaders are 
optimistic. Glenda Johnson, a judge in Fulton County 
Juvenile Court in Atlanta, Georgia and a strong advocate for 
children, believes that "we have a chance with a 13 year old 
that we may not have with a 23 year old. I tell my kids I 
never ever believe a situation is hopeless. The day I feel 
that way is the day I leave this job." Judge Johnson 
believes that this age is critical in turning a negative 
into a positive in the life of children (Silk, 1994). 
The number of students expelled and/or incarcerated is 
increasing. Educators and others concerned with at-risk 
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youth agree that it is essential for expelled students to 
receive counseling or other services to help modify their 
behavior (USDOE & USDOJ, 1996) lest these students return to 
school, no better disciplined, but behind in their education 
as well. Research links suspension and expulsion with 
school dropout rates and incarceration (USDOE & USDOJ, 
1996). 
Another judge, Edward Wheeler of DeKalb County Juvenile 
Court in Georgia, believes the most pressing need is for 
intervention. "Even the criminal justice system can see a 
need to teach differently to benefit students when they are 
already in juvenile detention" (Silk, 1994). 
The American Federation of Teachers estimates that for 
the $1,750 additional dollars spent on providing alternative 
schooling for disruptive students, the public annually saves 
$18,300 per student (USDOE & USDOJ, 1996). 
Urban schools have some unique challenges. They are 
usually part of a large, centralized bureaucracy that may be 
slow to respond to change. Nonetheless, research and 
experience show that it is possible to nurture successful 
urban schools in which collaboration and improvement can 
lead to student achievement (Levine and Lezotte, 1990). 
Because schools are largely funded by property taxes, 
the school districts that face the toughest challenges from 
the students they serve are also those with the fewest funds 
to meet their children's needs. Schools in poor, deteri- 
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orated, crime-ridden neighborhoods tend to be physically 
dilapidated, overcrowded, and lacking the resources 
necessary for effective teaching. Classes are much larger 
than those in affluent neighborhoods, but students often sit 
at broken desks, and teachers must do without equipment. 
Computers and even the most elementary supplies like chalk 
and books are unavailable (U.S. Department of Education, 
1994) . 
Social and economic conditions have a larger effect on 
the educational system's ability to perform its task than 
most people realize. Harold Hodgkinson, in "A Demographic 
Look at Tomorrow," at the Institute for Educational 
Leadership, points out that "in 1992 more than 23 percent of 
America's children were living below the poverty line and 
thus were at risk of failing to fulfill their physical and 
mental promise" (1992). In Georgia, more than 60,000 
students in grades six through 12 were enrolled in 
alternative programs, according to the 1996-97 Georgia 
Public Education Report. 
In Atlanta City Schools, there are sixteen middle 
schools and one alternative middle school program called the 
Opportunity Center. There were a total of 8,428 in school 
and 6,894 out-of-school suspensions for 1998 (Atlanta Public 
Schools, 1998). 
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Students in urban areas look to school as a haven. 
Indeed, the most resilient are students who can use their 
teachers and other staff as mentors and role models, and 
their time at school as a profitable refuge. Unfortunately, 
large urban schools are themselves often anonymous, 
alienating and fraught with danger. Insofar as the schools 
mirror the society, they can exacerbate the problem of 
violence and misbehavior (U.S. Department of Education, 
1994). Therefore the following research questions will be 
examined in order to understand teachers' perceptions of 
urban males. The following research questions were addressed 
in this study: 
Research Questions 
1. What are teachers' perceptions of students? 
2. How are these perceptions varied by race, gender, 
and years of experience? 
3. What are the disciplinary practices practiced by 
teachers to resolve students' problems? 
4. How are these practices varied by race, gender, and 
years of teaching? 
5. What are the students' academic achievements as 
assessed by teachers? 
How are these assessments varied by race, gender, 
and years of experience? 
6. 
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7. What is the relationship between teachers7 
perceptions of urban male students and their 
discipline practices? 
8. What is the relationship between discipline practices 
and academic achievement as assessed by teachers? 
9. What is the relationship between teachers7 
perceptions of urban male students and 
discipline practices? 
Hypotheses 
For research questions #1 through #6, no hypotheses 
were tested because they are descriptive in nature. Thus 
there were three hypotheses tested and they reflect research 
questions 7, 8 and 9. 
7. There is a significant statistical relationship between 
certain teachers7 perceptions of urban male students 
and certain discipline practices. 
8. There is a significant statistical relationship between 
certain discipline practices and certain academic 
achievements. 
9. There is a significant statistical relationship between 
certain teachers7 perceptions and certain discipline 
practices. 
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Definitions of Selected Terms 
1. Academic Achievement - The level of competence of every 
child in K-12 education who is competent in his or her 
current grade level before being promoted to the next 
grade level (Georgia Department of Education, Report 
Card, 1996-97). 
2. Discipline Practices - Operationally defined for the 
purpose of this study as strategies which teachers 
adopt to inculcate necessary good behavior among 
students for enhancing their learning abilities and to 
create an overall environment conducive to achieve what 
is academically expected of them. 
3. Race - (Defined by Georgia Public Education Report 
Card, 1998). The number of students in grades K-12 (or 
school grade range), classified by race/ethnicity and 
sex, as reported in the October 1996 full-time 
equivalent (FTE) count. The race/ethnicity classifi¬ 
cations are as follows: 
- Black, not of Hispanic origin: A person having 
origins in any of the black racial groups of Africa. 
- Hispanic: A person of Mexican, Puerto Rican, Cuban, 
Central or South American or other Spanish culture or 
origin, regardless of race. 
- Multiracial: A person having parents of different 
races. 
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- White, not of Hispanic origin: A person having 
origins in any of the original peoples of Europe, 
North Africa, or the Middle East. 
Limitations 
This study is limited to 92 teacher participants in 
three selected urban middle schools. Participation is 
purely voluntary and generalizations are limited to teacher 
participants who filled out the questionnaires. 
The study is cross-sectional in nature, therefore 
teacher perceptions at a single point in time were obtained. 
Thus, changing patterns of perceptions of teachers over a 
period of time, as a result of their experience of past 
disciplinary measures fall outside the scope of this study. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Overview 
This study, through scholarly research, will provide a 
framework for understanding how teachers perceive their male 
students in urban middle schools. It is an organized effort 
to understand and improve the lives of urban male students 
by reviewing current literature on teachers and their 
perceptions, the discipline dilemma, and academic 
achievement. 
Teachers and Their Perceptions 
The harmful effects of a poor teacher can linger well 
into the future, and a string of bad teachers can leave 
students at a huge academic disadvantage, researchers at the 
University of Tennessee, Knoxville have concluded. A study 
published in the November issue of Research Progress 
Reports, analyzed the math scores for students in the two 
districts. Using a controversial "value added" method that 
they developed, they found that groups of students with 
comparable achievement levels in grade two had vastly 
different test scores by grade five, and that their scores 
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were strongly correlated with the quality of teachers they 
had been assigned (1997). 
Richard G. Wolfe, an associate professor of education 
at the University of Toronto, who co-wrote an evaluation of 
the value-added method for the Tennessee comptroller's 
office, said it is "fundamentally correct" and can be used 
to examine a teacher's effects on student achievement over 
the course of a year. But he said it was odd "that 
teachers' characteristics in 1991 would seem to have an 
additional impact on students in 1993, as if they are 
reaching out from the educational grave" (Education Week, 
2/5/97, p. 22). 
Studies have shown that closely monitored relationships 
between collegiality, sense of efficacy and collaboration 
produce good students. In schools where teachers feel that 
they are part of a cohesive professional community, they 
report "high levels of energy and enthusiasm." They also 
feel more support for growth and learning (McLaughlin, 
1990) . 
Effective teachers can be identified by their relent¬ 
less levels of energy and exuberance. They move about the 
classroom and use their bodies, voices and facial gestures 
as teaching instruments. These teachers do not shy away 
from teaching their students. This is referred to by 
researchers as interactive or active teaching (Irvine, 
1987) . 
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Effective teachers have high expectations, optimize 
academic learning time, organize, manage and plan well. 
Effective teachers also match instructional objectives to 
the student's ability, use active teaching methods and 
maintain a pleasant and respectful classroom environment 
(Irvine, 1987). 
Teachers must come to the classroom with a wealth of 
understanding about themselves and the world in which we all 
live. They must come with an understanding of and a belief 
in the value of all children. They must believe that all 
children can learn and have the capacity to do what is 
required. To achieve this level of understanding requires 
training and confidence. The data show a continued trend in 
increased diversity in students (Delpit,1987; Irvine,1995; 
Gottfredson, 1991). Therefore, teachers must have a wide 
breadth of knowledge about their students and must be 
trained to value diverse students. 
Other aspects of the profession affect the teachers' 
ability to teach. Teachers have more influence over 
classroom practices than school policies. About one-third 
of secondary school teachers indicated they had complete 
control over selecting textbooks, course content and 
disciplining students. However, they were far more likely 
to indicate they had complete control over instructional 
practices in their classrooms, such as selecting teaching 
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techniques, grading students, and determining the amount of 
homework (NCES, Teacher Questionnaire, 1990-91). 
Relatively few secondary teachers reported that faculty 
in their schools had a great deal of influence over school 
policies related to discipline, faculty training programs, 
student tracking, or curriculum (NCES, Schools and Staffing 
Survey, 1990-91, Teacher Survey, 1991). Teachers seem to be 
happier about their choice of profession than they were a 
decade ago. However, things are changing. The demographic 
characteristics of public school teachers in the U.S. have 
changed substantially since the early 1980's. A greater 
proportion of public school teachers were female in 1991 
than in 1981. In addition, the public school teaching force 
became considerably older and more ethnically diverse during 
the 1980's (National Education Association, "Status of the 
American Public School Teacher, 1990-91," 1992). 
In both public and private schools, an increasing 
proportion of newly hired teachers are first-time teachers. 
When hiring new teachers, principals must make tradeoffs 
between salary and experience. Teachers coming from other 
schools and former teachers returning to teaching offer more 
experience, but command higher salaries than first-time 
teachers. First-time teachers have lower salaries, but they 
bring less experience and tend to have a higher rate of 
attrition from the profession. Between 1988 and 1991, the 
sources of supply of newly hired teachers shifted as both 
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public and private schools hired proportionately more 
first-time teachers and proportionately fewer teachers who 
enter the profession for a second time (U.S. Department of 
Education, NCES, Teacher Questionnaire, 1991). 
Today's teachers are better educated than a decade ago. 
Public school teachers are more likely to have an advanced 
degree than they were 10 or 20 years ago. Less than one 
percent of all teachers had less than a bachelor's degree in 
1991, and a majority had an advanced degree. 
Differences in how teachers in high and low poverty 
schools perceive conditions in their schools may reflect 
differences in the learning environment in those schools 
(National Education Association,1992). Public school 
teachers in high poverty schools were more likely to report 
that student misbehavior interfered with their teaching than 
were teachers in low poverty schools (The Condition of 
Education, 1996). 
During the 1993-94 school year, public school teachers 
from high poverty schools were less likely to be satisfied 
with their school conditions than were those teachers from 
low poverty schools. For example, teachers in high poverty 
schools were more likely than their counterparts in low 
poverty schools to report that student misbehavior (e.g., 
noise, horseplay, or fighting in the halls, cafeteria, or 
student lounge) in their school interfered with their 
teaching (18 and 8 percent, respectively). Teachers in high 
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and low poverty schools were about equally likely, however, 
to agree strongly that their principal enforced school rules 
for student conduct and backed them up when they needed it 
and that there was a great deal of cooperative effort among 
the staff members in their school (National Education 
Association, 1993). 
Public secondary teachers in high poverty schools are 
more likely to report that student absenteeism and tardiness 
were serious problems in their schools. However, public 
secondary teachers in low poverty schools, did not report 
that these problems were serious. 
Teachers in high poverty public schools are more likely 
than their counterparts in low poverty public schools to 
report that lack of parental involvement was a serious 
problem. When school personnel and parents communicate, 
they can mutually establish stronger learning. During the 
1993-94 school year, public school teachers from high 
poverty schools were three times more likely than their 
counterparts in low poverty schools to report that lack of 
parental involvement was a serious problem in their school 
(38 compared to 12 percent) (U. S. Department of Education, 
The Condition of Education, 1996). 
Teachers in high poverty schools may be making less of 
an effort to reach out to parents. In 1992, parents of 
seniors in high poverty schools were less likely than their 
counterparts in low poverty schools to be contacted 
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regarding their child's academic performance, academic 
program, or post-high school plans. They were also less 
likely to be asked to volunteer time at the school. There 
was no measurable difference in school-teacher contacts with 
parents regarding the student's attendance or behavior, 
however. 
Frequent negative interactions between students and 
teachers are an indicator of a school environment that is 
less conducive to learning. In the 1993-94 school year, 
public school teachers in high poverty schools were more 
than twice as likely to report that verbal abuse and student 
disrespect for teachers were serious problems at their 
school than their counterparts in low poverty schools (U. S. 
Department of Education, The Condition of Education, 1996). 
Public school teachers in high poverty schools are more 
likely than teachers in low poverty schools to report that 
physical conflicts and weapons possession were moderate or 
serious problems in their schools. In the 1993-94 school 
year, 43 percent of public school teachers in high poverty 
schools reported that physical conflicts among students were 
a moderate or serious problem in their schools; this was 
more than twice the percentage of their counterparts in low 
poverty schools who reported that physical conflicts were a 
moderate or serious problem (19 percent). Thirteen percent 
of public school teachers in high poverty schools reported 
that weapons possession was a moderate or serious problem in 
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their school, compared to 7 percent of teachers in low 
poverty schools (U. S. Department of Education,NCES, 1994). 
Teachers' attitudes and perceptions about their work 
environment reflect current school conditions. Measures 
such as the degree of respect teachers receive from 
administrators, the support they receive from parents, and 
the amount of resources available may indicate the level of 
teachers' job satisfaction as well as their attitudes toward 
the teaching profession in general. 
Between the 1987-88 and 1993-94 school years, public 
school teacher satisfaction decreased in the areas of 
enforcement of school rules by principals. 
During the 1993-94 school year, public school teachers 
from high poverty schools (more than 40 percent of 
students eligible for free or reduced-price lunch) were 
more likely to report that student misbehavior and 
routine duties interfered with their work and less 
likely to report that they received a great deal of 
support from parents than those teachers from low 
poverty schools (5 percent or less of students eligible 
for free or reduced-price lunch). 
During the 1993-94 school year, public school teachers 
were more likely than private school teachers to report 
that student misbehavior and routine duties interfered 
with teaching. Private school teachers were more 
likely to report that teachers participated in 
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important educational decisions in their schools, 
received a great deal of support from parents, and had 
a great deal of cooperation among staff members in the 
1993-94 school year (NCES, 1994). 
In today's urban schools, "teachers and their students 
may have less and less in common, ethnically, socially, or 
economically." They probably do not live anywhere near each 
other, and may be totally unfamiliar with the lives each 
leads outside of the classroom. It's believed that 
teachers' perceptions create an environment in which some 
students can not and do not succeed (Tatum, 1995). In urban 
Atlanta, for example, males in middle school comprise the 
largest population of students retained and disciplined 
(Atlanta Public Schools, System Report Card, 1998). 
Educational researchers have shown that many of the 
problems that occur in classrooms with regard to student 
achievement and opportunity to learn are due to what is 
typically called the "cultural mismatch" between teachers 
and students, a mismatch that can be more accurately tied to 
economic, racial and ethnic differences (Irvine, 1991). 
Sandra Lawrence and Beverly Tatum from the Department 
of Psychology and Education at Mt. Holyoke College in Maine 
believe that "creating a new identity, that of educator as 
ally, an advocate for students, especially for students of 
color, is a long term process (1995). Most youth, even 
those with multiple and severe risks in their lives, can 
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develop into "confident, competent, and caring adults when 
this happens" (McLaughlin, 1994). 
Lawrence and Tatum believe we must do more than "flash 
and dash" in making sure all educators are sensitive to 
their students' lives (1995). Even when teachers are of the 
same race and their training derives from a school of a 
different class and culture, their perceptions may vary from 
their students' (1995). 
The Discipline Dilemma 
Webster's New Collegiate Dictionary defines discipline 
as control gained by enforcing obedience or punishment, to 
train or develop by instruction (Webster, 1996). The 
Georgia Partnership for Excellence in Education, a strong 
advocate for children, includes in its definition of school 
discipline the following: obeying rules, respecting views of 
parents, teachers, and others in authority, and being 
considerate of fellow students who wish to learn in a 
peaceful atmosphere. In this study, discipline is defined 
as a process in school which teaches all students necessary 
good behavior in order to create a learning environment to 
achieve academically. 
Susan Winnebrenner, in "Teaching Kids With Learning 
Difficulties in Regular Classrooms," believes discipline 
should make good habits routine so students can maintain 
proper behavior independently (1996). According to 
Winnebrenner, all children are "behaving" at every moment of 
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the day. When we say that someone is ’’misbehaving, " we are 
really saying that they are not behaving the way we want and 
we would like their behavior to change. Winnebrenner 
believes that when we put kids in a position of being 
embarrassed about their learning inadequacies, we cause them 
to choose between looking dumb and being bad. The choice is 
obvious. Therefore, the simplest way to solve behavior 
problems is to help students become capable and successful 
learners (1996). 
According to Winnebrenner, school discipline has two 
main goals: (1) to ensure the safety of staff and students; 
and (2) to create an environment conducive to learning 
(1996). When John Hopkins University researchers, Gary D. 
Gottfredson and Denise C. Gottfredson, analyzed data from 
over 600 of the nation's secondary schools, they found that 
certain school characteristics were associated with 
discipline problems. Rules were unclear or perceived as 
unfairly or inconsistently enforced. Students did not 
believe in the rules. Teachers and administrators did not 
know what the rules were or disagreed on the proper 
responses to student misconduct. Administrators’ 
cooperation was poor or the administrator was inactive. 
Teachers tended to have punitive attitudes. Misconduct was 
ignored. Schools were large or lacked adequate resources 
for teaching (Gottfredson and Gottfredson, 1989). 
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Orderly schools tended to balance clearly established 
and communicated rules with a climate of concern for 
students as individuals. Small alternative schools often 
maintain order successfully with fewer formal rules and a 
more flexible approach to infraction than large schools 
(Gottfredson and Gottfredson, 1989). 
A school discipline plan must conform to state and 
federal statutes and to district policy. In a study 
entitled, "Principal and Discipline: Elementary Principal 
Series," Meyers and Pawlas suggest principals should consult 
district administrators beforehand and keep them informed 
when a school-wide plan is being developed (1989). 
A plan should be designed regarding a school's learning 
goals and philosophy of education, according to the National 
Association of Elementary School Principals (NAESP). 
Additionally, Gottfredson believes if a commercially 
developed program were to be adopted it should be tailored 
to local conditions, as obstacles vary greatly among 
schools. Allowing sufficient time for implementation is 
also important; new disciplinary practices often do not work 
due to unrealistic time expectations (1989). 
A uniform reporting system is an important element of a 
school discipline plan. Uniform reporting permits 
assessment of the current extent of crime and other 
disciplinary incidents. This same type of reporting system 
helps pinpoint problem areas, and enables administrators to 
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evaluate the success of disciplinary actions (Gaustad, 
1991). 
In understanding discipline practice, one has to be 
sensitive to culture. Variables such as race, gender, 
income, geographic location, nationality, ethnicity, 
language and religion affect student behavior as well as 
discipline practice. Educators must prepare students 
through disciplinary practice to interact with each other 
and work together in teams while recognizing differences in 
people (Sadker and Sadker, 1998). The goal of discipline 
practice, according to Gottfredson and Gottfredson, is to 
create an environment for learning. Learning prepares 
children for the world (1989). 
Just last year the U.S. Department of Education (USDOE) 
conducted national research on what principals' report as 
discipline problems. These findings were reported by the 
National Center for Education Statistics (1997). 
Principals were asked to report the extent to which 
specific discipline issues were a problem in their schools 
during the 1996-97 school year so that the relationship 
between discipline and crime could be examined. Addition¬ 
ally, data were available on this topic from a 1991 survey 
which could be used for comparisons. Principals were asked 
to rate each of the following discipline issues as a serious 
problem, moderate problem, minor problem, or not a problem 
at the school. 
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- Physical conflicts 
among students — Verbal abuse of teachers 
- Robbery or theft of - Physical abuse of 
items worth over $10 teachers 
— Vandalism of school — Teacher alcohol or drug 
property use 
- Student alcohol use - Racial tensions 
- Student drug use Gangs 
- Sale of drugs on 
school grounds 
- Student tobacco use 
Overall, principals generally perceived these 
discipline issues in their schools as no more than minor 
problems (43 percent) or moderate problems (41 percent; 
figure 4). Sixteen percent of public school principals, 
however, perceived at least one discipline issue as a 
serious problem (1996-97). 
During the 1996-97 school year, student tardiness (40 
percent), student absenteeism or class cutting (25 percent), 
and physical conflicts among students (21 percent) were the 
three discipline issues most often cited by public school 
principals as being serious or moderate problems in their 
schools. Public school principals were much less likely (0 
to 2 percent) to indicate that physical abuse of teachers, 
the sale of drugs on school grounds, and student possession 
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of weapons were serious or moderate problems at their 
schools. 
During the 1996-97 school year, 16 percent of all 
public school principals reported that one or more 
discipline issues had been a serious problem in their 
school. About the same percentage of principals in city, 
urban fringe, town, and rural settings reported one or more 
serious discipline problems. 
Public elementary schools were the least likely to 
report any serious discipline issues. They were followed by 
middle schools and then high schools. 
While overall there were no significant differences in 
reported serious problems by urbanicity, a greater 
percentage of principals in public city high schools than in 
public rural high schools reported having serious discipline 
problems - 47 percent compared to 28 percent (U.S. Dept, of 
Education, National Center for Education Statistics, Fast 
Response Survey, 1997). 
Comparatively, the lowest percent of schools with 
principals reporting serious discipline problems were 
elementary schools (8 percent), followed by middle schools 
(18 percent). Twice as many principals in high schools 
reported some serious discipline problems (37 percent). 
Thirty-eight percent of principals in large schools reported 
some serious discipline problems compared with 15 percent of 
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principals in medium-sized schools and 10 percent of 
principals in small schools. 
The discipline issues most frequently reported as 
moderate or serious problems by principals differed by 
instructional level, school size, location of school, 
minority enrollment, and the percentage of students eligible 
for the federally funded free or reduced-price lunch 
program. 
Principals in large schools were more likely to report 
student tardiness as a serious or moderate problem than 
those in medium-sized schools (64 percent compared with 42 
percent and 29 percent, respectively). Student 
absenteeism/class cutting was also more of an issue in large 
schools, with 53 percent of these schools compared with 24 
percent of medium schools and 19 percent of small schools 
considering it a serious or moderate problem. Tobacco use 
was also more frequently regarded as a serious or moderate 
problem in large schools (40 percent of large schools, 
compared with 11 percent of medium and 13 percent of small 
schools). 
Physical conflicts among students were more frequently 
reported to be serious or moderate discipline problems in 
city schools than in rural schools (25 percent versus 14 
percent). Student tardiness was more frequently reported as 
a serious or moderate problem by principals in schools with 
a minority enrollment of more than 50 percent (56 percent), 
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compared with 25 to 42 percent in schools with less than 20 
percent minority enrollment. 
Relationship Between Safety and Principals/ Perceptions of 
Discipline Issues 
Principals' perceptions of discipline issues were 
related to reported crime in their schools. Among 
principals in schools with no reported crime, 59 percent 
reported that discipline issues were either not a problem or 
that there were only minor problems compared to 31 percent 
in schools with at least one crime. Conversely, 24 percent 
of principals in schools with any crime at their schools 
perceived at least one discipline issue as a serious problem 
while 5 percent of principals in schools with no crime 
perceived that their schools had one or more serious 
discipline problems (NCES, 1997). 
Teachers and Students are Concerned Regarding Disruption 
in the Classroom 
If we are to properly educate our children, we must 
ensure that the classroom and school environment where they 
learn is conducive to studying. The President of the United 
States expressed this in his commitment to improving safety 
and strengthening discipline in schools, in an address to 
Congress, 1998. Recent surveys also show: 
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Eighty-one percent of teachers said that the worst- 
behaved students receive the most attention in the 
classroom; 
Seventy one percent of all high school students said 
there were too many disruptive students in their 
classes ; 
Only 13 percent of public school students said their 
classmates were "very respectful" of teachers (NCES, 
1997) . 
Irvine, in "Black Children and School Failure," 
believes race could be a factor in trying to understand 
discipline statistics. She believes Black students (the 
majority of urban students in most major cities), as 
compared to Whites, are two to five times as likely to be 
suspended at a younger age. Black students are more likely 
to receive lengthy repeated suspensions. In her Carnegie 
study, Irvine reported that although minority students 
represent 25% of the nationwide school population, they 
constitute 40% of all suspended or expelled students, which 
is recorded in school records (Irvine, 1991). 
Taylor and Foster (1986) gathered and analyzed school 
suspensions for one school district in the Southeast for 
academic year 1983-84. The data included 10 elementary 
schools, five junior high schools, and four high schools. 
Although Black students composed 54% of the school 
enrollment, they represented 67% of the students suspended 
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at all levels of schooling. The educational implications 
are dramatic. Black males in this district, during one 
academic year, missed 159 days of school, in comparison to 
62 days for White males, 32 days for Black females, and 4 
days for White females (Taylor and Foster, 1986). 
Many educators speculate that low-income Black children 
bring to school a set of anti-school behaviors and traits 
that emanate from a culture of poverty. This is important 
to note since the majority of urban students are Black. 
They rationalize their harsh treatment of these children by 
citing instances of an undisciplined and unstructured home 
life, a lack of positive male models, an early exposure to 
crime and delinquency, and a disrespect for adult authority 
figures. This victimization approach ignores other 
important factors such as teachers' stereotypes; attitudes 
about race, class and gender; and the degree of teacher 
subjectivity in dispensing punishment unequally. 
Stereotyping occurs when teachers perceive students, by 
virtue of their race, sex, and class, to be potential 
sources of classroom disruptions. Sometimes discipline 
problems occur because school is boring and students, 
therefore, become disruptive, according to the National 
Association of Elementary School Principals (NAESP, 1993). 
Making school enjoyable and interesting for as many students 
as possible may require changing instructional practice to 
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accommodate a variety of learning styles. This may 
dramatically decrease discipline problems (1993). 
Sometimes discipline problems may occur because 
children simply don't know what is appropriate. Black and 
Downs (1992) urge administrators to regard disciplinary 
referrals as opportunities to teach students valuable skills 
that will promote success in future employment as well as 
school. 
Brookover and Erickson believe that student academic 
achievement will increase if the adults within the school 
have high expectations for students. They should clearly 
identify those skills they wish them to learn, and teach 
those skills (1995). 
One last area that affects discipline is how children 
are tracked. It has been proven that when children were 
grouped by "ability," the ones in the lowest ability group 
tended to have more discipline problems (Irvine, 1991). 
Oakes (1977) found that low track students felt alienated, 
inferior, excluded and negative about themselves. Their 
interactions with peers were confrontational and accompanied 
by frequent outbursts of yelling and fighting. Unlike high 
track students who were competitive, students tracked at 
higher levels were helpful and friendly to each other 
(Irvine, 1991). Lower track children typically have poor 
relationships with their teachers and, therefore, more 
discipline problems. 
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Research shows that social rewards such as smiling, 
praising, and complimenting are extremely effective in 
increasing desirable behavior. The Gottfredsons also 
pointed out that students who dislike school, do poorly 
academically and have limited career objectives are more 
likely to be disruptive. It should be clear, according to 
Gottfredson, Gottfredson and even Winnebrenner, that if the 
learning environment is such that all children can be 
successful, discipline problems diminish (Gottfredson and 
Gottfredson, 1989; Winnebrenner, 1996). The state school 
superintendent in Georgia made the following statement about 
discipline: "The best teacher can not teach, and the best 
student can not learn in an atmosphere of disruption and 
fear. For parents, students and educators, discipline in 
the classroom is an overriding concern — and it should be 
(Schrenko, 1998). 
Academic Achievement 
The academic achievement of poor children is a growing 
concern in America. In a research study entitled, "Business 
Impact on Education and Child Development Reform," much 
attention has been given to the needs of children living in 
poverty (Timpane and McNeil, 1991). 
The Timpane study focuses on the need for intervention 
as a means to improve academic achievement for urban poor 
children in school. The study concentrates on the growing 
severity of urban problems, including the children's 
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education. There are 12.6 million children under the age of 
18 classified as poor. They account for 39.5 percent of the 
nation's poor, replacing the elderly as the biggest of those 
considered poor. 
The 1990 census compared the United States with twelve 
other developed countries and found that America had the 
highest level of teen pregnancies and the highest murder 
rate for young males (Timpane and McNeil, 1991). 
According to the same two researchers, intervention 
that focuses on health and academics is the key to removing 
urban children from a life of poverty. For urban children, 
the education they receive is different and inferior. 
Irvine wrote that Black male students, are three times as 
likely to be in a class for the educable mentally retarded 
as are White students, but only half as likely to be in a 
class for the gifted or talented (1991). Irvine continues 
that "Blacks also score significantly lower than Whites, 
Hispanics, and Asians on aptitude tests." 
Research does not provide clear cut answers as to why 
underachievement of minority, urban and poor students 
exists; however, even the business community realizes that 
serious problems in education lead to non-achievement. Non¬ 
achievement affects all of society (Timpane and McNeil, 
1991). Surprisingly, there is no clear definition of what 
academic achievement means. Webster defines achievement as 
a "successful completion." The word academic means 
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"association and relating to a school" (Webster's New 
Collegiate Dictionary, 1996). Thus in this study, "academic 
achievement" is defined as the level of competence of every 
child in K-12 education in his or her current grade before 
being promoted to the next level. Competence will be defined 
by completion of course work, teacher evaluation and 
standardized tests. Linda Schrenko, the State School 
Superintendent in Georgia, refers to academic achievement as 
"those skills that we recognize to comprise the basic level 
of achievement of a bona fide high school graduate (A 
Blueprint for Progress for Georgia's Children: An Education 
for the 21st Century, 1998). 
Heacox, in "Up From Underachievement," (1991), has 
listed eight characteristics of students who are achievers: 
1. Goal-oriented - They set long- or short-term goals and 
move toward them. Their goals are both personal and 
professional (or academic). 
2. Positive thinkers - They expect that they will be 
successful. They have already experienced enough 
success in their lives that they are sure they can 
continue to do well. 
3. Confident - They have strong, positive feelings about 
their abilities. For this reason, they are able to 
risk trying out new ideas or methods. 
Resilient - They do not let failure (small "f" or 
big "F") get them down. They bounce back from defeat 
4. 
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and try again. They value improvement but are not 
disabled if their performance is less than perfect. 
5. Self-discipline - They have the ability and drive 
to stay on task in both their personal and 
professional/academic goals. They resist distractions 
and diversions. 
6. Pride - They are proud of their accomplishments. 
They know they have done well, and they believe they 
have the right to feel good about themselves. These 
individuals develop a sense of inner satisfaction. 
They are less dependent on others to say "well done." 
7. Proficient - They have the necessary skills to be 
successful. Whether they are students with basic 
learning skills, engineers with mechanical skills, or 
doctors with diagnostic skills, they have what they 
need to do well. 
8. Risk takers - They are willing to work on the edge. 
They are able to try new things and push the limits of 
what is known. Risk taking requires courage and 
confidence in one's abilities; achievers have both. 
According to Heacox, these characteristics are important to 
the success of every child (1991). 
Children in America have made important gains over the 
past two decades, both Black and White. However, most of 
the data on achievement is presented in terms of race, 
mostly Black and White. In a competitive society that 
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demands an informed populace and a highly skilled workforce, 
educational achievement is increasingly important for those 
who wish to actively participate in the world (U. S. 
Department of Education, The Condition of Education, 1996). 
Despite gains, Blacks continue to trail Whites in many 
areas. Black children are at an educational disadvantage 
relative to White children for a number of reasons, 
including lower average levels of parental education, a 
greater likelihood of living with only one parent, fewer 
resources in the community as a result of income based 
residential segregation and especially a greater likelihood 
of experiencing poverty. In 1992, 46 percent of Black 
children, as opposed to 16 percent of White children, lived 
in a family with an income level below the poverty line 
(U.S. Department of Education, The Condition of Education, 
1996). 
Black children start elementary school with less 
preschool experience than White children. Several federal 
programs for economically disadvantaged preschoolers (such 
as Head Start) were instituted to give children from low 
income families an early start in education (U. S. 
Department of Education, National Assessment Education 
Progress,1996). 
Gaps in the academic performance of Black and White 
students appear as early as age 9 and persist through age 
17. Academic proficiency in reading, mathematics, and 
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science, as measured at age 9 by the National Assessment of 
Educational Progress (NAEP), is lower for Black children 
than for White children. The Black-White achievement gap 
narrowed in the 1970s and early 1980s, but has not narrowed 
further (NAEP, 1996). 
The Black-White achievement gap remains large at age 
13. For example, in 1992, the average reading proficiency 
scores of Black 13-year-olds fell about midway between the 
average proficiency scores of White 9- and 13-year-olds. In 
other words, Black children on average may be reading at a 
level as much as 2 years below their White peers when they 
enter high school (NAEP, 1996). 
At age 17, NAEP scores again indicate a large 
Black-White achievement gap, although test scores for Blacks 
have improved relative to those of Whites in reading, 
mathematics, and science since the early 1970s. In 1971, 
average reading proficiency among 17-year-old Blacks was 
well below that of 17-year-old Whites and even well below 
that of 13-year-old Whites; in 1992, the proficiency of 
17-year-old Blacks was about the same as that of 13-year-old 
Whites (NAEP, 1997). 
The Black-White achievement gap has closed somewhat 
over time, persisting, although not widening, with age. The 
Black-White differences in mathematics at ages 9, 13, and 17 
are remarkably similar (National Assessment of Education 
Progress, 1997). 
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On another measure of achievement, the SAT scores of 
college-bound Blacks have made substantial gains relative to 
Whites, but again a gap remains. In 1993, average scores of 
Blacks were 91 points lower than those of Whites on the 
verbal component of the SAT and 106 points lower on the 
mathematics component. In 1976, the scores were 119 and 139 
points lower, respectively. 
At age 13, urban children (mostly Black) are more 
likely than White children to be below the modal grade for 
their age. Since the mid-1970s, the percentage of 8- and 
13-year-old children who were one or more years below the 
modal (most common) grade for their age has risen for all 
children. While most 8-year-olds are in the third grade, 
about 27 percent of both Black and White males were in a 
lower grade in 1989. At age 13, however, Black children 
were more likely to be behind. While most 13-year-olds are 
in the eighth grade, 49 percent of Black males at this age 
were in a lower grade, compared with 32 percent of White 
males (U.S. Dept. Commerce, Bureau of the Census, 1997). 
Students who repeat grades are at greater risk of 
dropping out of school. In 1992, Black and White 16- to 
24-year-olds who had been retained were about equally likely 
to drop out of school. However, Black young adults were 
much more likely to have repeated one or more grades (U.S. 
Dept of Commerce, Bureau of the Census, Current Population 
Survey, Oct. 1992). 
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Fewer Black students are dropping out of school now 
than a decade ago. While Black students are still more 
likely to drop out than Whites, the gap has been closing 
over time. The dropout rate is still considered too high by 
many educators, but the percentage of Blacks ages 16-24 who 
are high school dropouts has declined substantially since 
the early 1970s (from 21 percent in 1972 to 14 percent in 
1993). The dropout rate for Whites has decreased less 
during this period (from 12 percent to 8 percent) (U.S. 
Dept, of Commerce, Bureau of the Census, 1992). 
The Black-White difference in dropout rates early in 
high school is large. Blacks in the 8th grade class of 1988 
were almost twice as likely as their White classmates to 
drop out between the 8th and 10th grades (U.S. Dept, of 
Commerce, Bureau of the Census, 1992). 
Many dropouts later earn a diploma or obtain a GED. 
Although Blacks in the sophomore class of 1980 were less 
likely than their White classmates to complete high school 
by June 1982 (79 percent compared with 86 percent), they 
were just as likely to have earned a high school diploma or 
to have obtained a GED by 1992. 
With fewer Black students dropping out and many 
dropouts later completing, the high school completion rate 
for Blacks has increased over the past two decades. The 
completion rate for Whites is still higher than for Blacks, 
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but has increased less during this period (U.S. Dept, of 
Commerce, Bureau of the Census, 1992). 
Black students are more likely than their White peers 
to face a disorderly learning environment, but Black and 
White students have similar attitudes about teaching guality 
in their schools. A student's achievement can be affected 
by the degree to which a safe and orderly environment is 
maintained in school. In 1990, Black sophomores were more 
likely than their White peers to report that other students 
often disrupted their classes and that disruptions by other 
students interfered with their learning. Blacks were less 
likely than Whites to feel that students got along well with 
teachers at their school and were almost twice as likely as 
Whites to report that they did not feel safe at their 
school. 
On the other hand, Black 10th graders were as likely as 
their White classmates to think that the teaching was good 
and that teachers were interested in the students. Blacks 
were more likely than Whites to think that teachers praised 
their work, and listened to what they had to say (NCES, 
National Education Longitudinal Study, 1988). 
Black students are no less likely than White students 
to have their parents involved in their schooling. The 
degree to which parents are involved in their children's 
education is another factor linked to effective schooling. 
In 1988, the vast majority of 8th-grade students reported 
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that they talked to their parents about school, although 
Black 8th-graders were slightly less likely than their White 
peers to talk with their parents about selecting their 
courses. With respect to other types of involvement, Black 
students were just as likely as their White classmates to 
have their parents check their homework, restrict their 
television viewing, and limit their going out with friends. 
Also, Black 8th-graders were more likely than their White 
counterparts to report that their parents had spoken with a 
teacher or guidance counselor and had visited their classes. 
Both Black and White high school graduates are 
following a more rigorous curriculum than a decade ago. In 
1992, Black and White high school graduates on average had 
earned a similar number of total course units (23 and 24, 
respectively) and academic units (17 and 18, respectively). 
And there was no measurable difference in 1992 between the 
percentage of Black and White graduates who had taken the 
four units of English, three units of science, three units 
of social studies, and three units of mathematics 
recommended in A Nation at Risk (National Education 
Longitudinal Study, 1988). 
Black high school graduates are still less likely than 
White graduates to take advanced science and mathematics 
courses or study a foreign language. In 1992, Black high 
school graduates were twice as likely as White graduates to 
have taken remedial mathematics and were less likely to have 
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taken higher level mathematics courses. They were also less 
likely to have taken chemistry, physics, or the combination 
of biology, chemistry, and physics. Furthermore, Black 
college-bound graduates were far less likely than White 
graduates to have taken at least two years of a foreign 
language in high school (59 percent and 75 percent, 
respectively), which could affect their chances of attending 
a selective college (U. S. Dept, of Education, NAEP,1992). 
The educational aspirations of Black and White students 
are similar. In 1990, 11 percent of Black sophomores and 
nine percent of White sophomores aspired to a high school 
diploma or less. Fifty-nine percent of Black sophomores 
aspired to a bachelor's degree or higher, along with 61 
percent of Whites. 
Among high school sophomores, Blacks were more likely 
than Whites to have teachers recommend college attendance, 
and just as likely as Whites to receive advice on college 
attendance from guidance counselors. However, Black 
sophomores were less likely than their White peers to be 
advised by their parents to attend college (U. S. Department 
of Education, NCES, 1990). 
Blacks are less likely than Whites to make an immediate 
transition from high school to college. Gains made by 
Blacks in higher education are not as dramatic as those in 
elementary and secondary education. After a period of 
decline in the early 1980s, the percentage of Blacks 
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enrolling in college immediately after high school rose 
again until the late 1980s, when it appears to have leveled 
off. Meanwhile, the enrollment rate for White high school 
graduates has been rising, increasing the White-Black 
enrollment gap in recent years. Some of the differences in 
enrollment rates may be made up later through delayed entry, 
which is more common among Blacks than Whites (Bureau of the 
Census, 1992). 
Overall, about 30 percent of Black high school 
graduates 16-24 years old were enrolled in college as 
undergraduates during the late 1980's, about the same as a 
decade earlier. In contrast, about 38 percent of their 
White peers were enrolled in college in 1990, up from 30 
percent a decade earlier. 
Black and White college students have tended to major 
in different fields of study at both the associate's and 
bachelor's degree levels, but some of the differences have 
lessened over time. In 1991, at the associate's degree 
level, Black men were less likely than White men to major in 
the trade and industrial fields, and more likely to major in 
business. Black women were more likely than White women to 
earn an associate's degree in business, and less likely to 
earn a degree in a health-related field. Differences in the 
fields studied at the associate's degree level by Black and 
White men narrowed between 1987 and 1991; the differences 
between Black and White women remained about the same. 
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In 1991, at the bachelor's degree level, Blacks were 
more likely than Whites to major in business and management 
and in computer and information sciences, and less likely to 
major in engineering, the humanities, education, and health 
sciences. Overall, differences have lessened since 1977. 
In 1971, Black 25- and 29-year-olds were only about 
half as likely as their White peers to have completed four 
years of college, and this gap has not diminished. Among 
those who enrolled in post-secondary education for the first 
time in 1989-90, 2-year persistence rates for those pursuing 
vocational certificates, associate's degrees, and bachelor's 
degrees were generally similar for Blacks and Whites. How¬ 
ever, attainment among 25- and 29-year-old Blacks is far 
lower than it is among Whites. During the 1970s, the 
percentage of both White and Black high school graduates 
completing one or more or four or more years of college 
grew; during the 1980's, however there was little change in 
college attainment rates for either group (U.S. Dept, of 
Commerce, Bureau of the Census, 1992). 
Blacks take longer than Whites to complete college on 
average. Of 1990 college graduates, 65 percent of Blacks 
completed in five or fewer years compared with 72 percent of 
Whites. Taking longer to graduate may result from changing 
schools or majors, dropping out, or taking a reduced course 
load for financial, academic, or personal reasons. The 
additional time in college can be costly to the individual 
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by delaying entrance into the full-time labor market (U. S. 
Department of Education, NCES, Recent College Graduate 
Survey, 1990). 
Bachelor's degree attainment varies by both race and 
gender. Black women earn substantially more bachelor's 
degrees than Black men, and the difference doubled between 
1977 and 1991. Following a period of slight decline in the 
1980's, the number of bachelor's degrees earned by Black men 
increased between 1989 and 1991, approaching the level 
attained a decade earlier. Between 1977 and 1991, the 
number of bachelor's degrees earned by White women increased 
more than the number earned by Black women (32 percent 
compared with 22 percent) (NCES, Recent College Graduate 
Survey, 1990). 
Blacks have lower literacy levels than Whites overall 
and for similar levels of education, but the gaps are 
smaller for younger adults than for older ones. Large gaps 
exist between the literacy skills of Blacks and Whites both 
within and across levels of education. For example, Blacks 
with a high school diploma or a GED had literacy levels 
similar to those of Whites who completed 9 to 12 years of 
school, but did not receive a high school diploma. However, 
the gap in literacy between Blacks and Whites is less for 16- 
to 24-year-olds than for 40- to 64-year-olds. The 
differences in the labor market opportunities of Blacks 
relative to Whites noted above may be related to the 
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differences in the literacy levels of Blacks and Whites at 
similar levels of educational attainment (NCES, National 
Adult Literacy Survey, 1993). 
In Georgia, the education leaders have implemented a 
plan to improve academic achievement. Linda Schrenko, the 
Georgia State School Superintendent, has instituted the 
following : 
- Increase emphasis on reading skills, especially in 
grades K-4; 
Set higher expectations for all students, 
college-prepared and career-prepared; 
Require students to be competent in reading, 
writing, math, science and social studies; 
Provide yearly assessments using standardized 
norm-referenced tests, so assessments can provide 
teachers and parents with information about 
individual student performance as well as 
information about school and school system 
performance ; 
Give local systems and educators more flexibility 
to encourage innovation; 
Provide incentives to schools and systems to 
improve student performance; 
Provide flexible-use funding, so schools can fund 
those programs and structures that work best for 
their students; 
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Lower the pupil-teacher ratios at all levels so 
that teachers can devote more time to 
individualized instruction; 
Coordinate the middle and high school career 
technical-vocational program with the local 
technical institute; 
Provide a warranty to every Georgia high school 
graduate guaranteeing competence in core academic 
subjects ; 
Establish a goal of having Georgia at or above the 
national average on SAT scores for college- 
prepared students within five years (Georgia 
Public Education Report Card, 1998). 
Linda Shrenko, the state school superintendent in Georgia, 
has a goal. Her goal is to secure that every child in 
Georgia receives an education that allows him or her to 
develop their abilities to their fullest — an education 
worthy of the 21st century (Georgia Public Education Report 
Card, 1998). Schrenko further suggested that, "We must make 
academic achievement our primary goal for all students 
(1998). 
CHAPTER III 
THEORETICAL FRAMEWORK AND CONCEPTUAL MODEL 
The theoretical framework upon which this study was 
developed includes: 1) socialization theory as applicable to 
explain student-teacher interaction; and 2)collaboration 
theory, as an approach to understanding the learning 
environment. These theories together explain why urban males 
are more likely to be negatively affected by discipline 
practices and least likely to achieve academically; i.e. 
when compared to other race-gender groups. 
Socialization Theory 
Children learn what it means to belong to society at 
various levels through the socialization process right from 
their infancy. Unlike animals, children must be socialized; 
they are born without knowledge or instincts to survive 
(Cummings and Worley, 1993). Either by formal instruction 
or by watching others, they adopt social, cognitive, 
technical and mechanical skills. They also learn the 
history and knowledge base of the people to whom they 
belong. In an industrial society, they learn how to be 
adults initially by watching and modeling the behavior of 
parents and family members. 
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Socialization, then, is defined as the process of 
teaching and learning behaviors, values, roles, and customs 
considered appropriate in a given society. Today, school 
serves to transmit these processes from one generation to 
the next or from one class of society to the next (Cummings 
and Worley, 1993). 
The education system passes on the accepted or dominant 
culture. The concept of accepted culture implies the 
existence of consensus, values, attitudes and behaviors that 
should be transmitted by schools to children (Giroux, 1983). 
Problems such as poverty, drugs, teen pregnancy and crime 
can be reduced if the right values and beliefs are 
transmitted. However, when the system fails to transmit 
these values there is a clear breakdown. This failure or 
breakdown is called resistance. It can manifest in tension 
between teachers, staff and students (Giroux, 1983). 
Unfortunately, students are the most valuable and frequently 
blamed in such situations. 
The theory of resistance is pessimistic in that it 
offers little hope for social change or alternative 
educational practice (Giroux, 1983). Educators see this 
resistance when students refuse to fold into the rigors of 
school and begin to identify closely with their peers even 
in the school setting. They begin to discredit the values 
and norms of that environment for those of their race, 
social class, peers and the like. Whether students can 
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verbalize it or not, there are philosophical differences 
between individuals and institutions. Students denounce the 
status quo and disassociate themselves from learning 
environment and create tension. Discipline problems are 
just one by-product of this phenomenon. These subjects pose 
a discipline problem when their disagreement is actively 
expressed (Giroux, 1983). 
Some social scientists believe that school can transmit 
through socialization those values necessary to rise in 
status to the upper class. They believe that the right 
school can provide socialization to get the right job. This 
is called anticipatory socialization. This strategy is 
deceptive because it is based on generalizations about the 
success of a limited few. Unfortunately it does not work 
for everyone (Giroux, 1983). 
For boys, when they have insensitive, incompetent 
teachers, this breakdown results in, what Kunjufu believes 
to be, an environment in which we are at war with the minds 
of these male students. Unless a proactive approach can be 
put in place, childrens lives may begin a negative spiral 
of "no return" during this impressionable period of learning 
(1985). 
Collaboration Theory 
Collaboration is the key component in order for urban 
schools to meet the challenges they face. Students in most 
urban classrooms come to school carrying the burdens of 
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poverty, hunger and poor housing, to name a few. 
Nonetheless, research shows that it is possible to nurture 
urban students successfully through collaboration (Levine 
and Lezotte, 1990). According to the National Association 
of Partners in Education (NAPE) "School personnel must work 
together with the community" (1997). 
The NAPE is convinced that if school reform efforts are 
to achieve permanent gains, local and state resources must 
be reconfigured to provide a pro-family system of human 
services. Research published by this organization shows that 
where there is a solid foundation of parent and community 
involvement in the schools, children are better prepared for 
their role as educated, productive citizens. According to 
NAPE, America's challenge is to replicate these isolated 
success stories — school by school and community by 
community. They claim that the collaboration required to 
achieve this level of systemic change is difficult to 
implement. The various stakeholders have diverse needs and 
priorities. However, there must be involvement from parents, 
children, social service agencies, schools, businesses, and 
government organizations. The collaborative process, while 
time intensive, helps these groups to develop a collective 
vision and strategies to implement and evaluate change in 
their community (NAPE, 1998). 
George Brown, principal of North Miami Elementary 
School, states: 
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The power and authority of the school alone are 
insufficient to ensure the discipline and motivation 
necessary for acceptable education outcomes. 
Parental support and involvement are needed... 
We must recognize the value of the resulting new 
synthesis, supported by both research and common 
sense, that the home and school are interdependent 
and necessary factors for educational improvement 
in schools serving the urban poor (Hixon & Tinzmann, 
1990). 
School can not discount the culture, lives and values of its 
students. As humans, we learn by building on what we bring 
to school. Once schools recognize this, they will be better 
at reaching all students (Delpit, 1993). Some of the dis¬ 
cipline problems will dissipate based on the relevance of 
what is taught. Just as important is how the teacher inter¬ 
acts with students, administrators, the community and each 
other. 
More than 25 years ago, child psychiatrist Comer and 
his colleagues at Yale Child Study Center experimented with 
a two-year school intervention program in two inner-city 
elementary schools in New Haven, Connecticut. Based on his 
observations, Comer (1987) concluded that children's experi¬ 
ences at home and in school deeply affect their psychosocial 
development, which in turn shapes their academic achieve¬ 
ment. Conversely, poor academic performance is in large 
part a function of the failure to bridge the social and 
cultural gaps between home and school. 
The Comer’s School Development Program created a school 
environment where children feel comfortable, valued, and 
secure. In this type of environment, children form positive 
61 
emotional bonds with school staff and parents and a positive 
attitude toward the school program, which promotes the 
children's overall development and, in turn, facilitates 
academic learning. 
The Comer Process has three principals : 1) Schools must 
review problems in open discussion in a NO-FAULT atmosphere; 
2) Each school must develop COLLABORATIVE WORKING 
RELATIONSHIPS among principals, parents, teachers, community 
leaders, superintendents, and health-care workers; and 3) 
All decisions must be reached by CONSENSUS rather than by 
decree. 
The School Development Program relies on staff 
collaboration and parent involvement to promote expectations 
of high student achievement. Each Comer school implements 
the program differently depending on the personalities of 
its staff and the specific needs of the school and its 
students. 
Each Comer school is governed by the following three 
teams : 
THE SCHOOL PLANNING AND MANAGEMENT TEAM. This building- 
level governing and management body is headed by the 
principal and comprises teachers, administrators, parents, 
support staff, and a child development specialist. As a 
team they are responsible for identifying targets for social 
and academic improvement, establishing policy guidelines, 
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developing systematic school plans, responding to problems, 
and monitoring program activities. 
THE MENTAL HEALTH TEAM. This team is headed by the 
principal and includes teachers, administrators, 
psychologists, social workers, and nurses. Together they 
analyze social and behavioral patterns within the school and 
determine how to solve recurring problems, applying child 
development principles in their decision making. 
THE PARENTS' GROUP. The goal of this group is to involve 
parents in all levels of school activity, from volunteering 
in the classroom to school governance. 
Many of the schools that have adopted the Comer Process 
have been evaluated and judged to be successful based on 
improved social skill and raised educational achievement and 
attendance levels. Given this track record and the current 
interest in school reform, the Comer Process has gained 
renewed attention. The School Development Program has been 
implemented at more than 250 schools (elementary through 
high school) in 19 states; plans call for expanding it to 
entire school districts. Among documented successful 
programs now in operation are Lincoln Bassett Community 
School in New Haven, Connecticut; Barnaby Manor Elementary 
School in Oxon Hill, Maryland; and Valencia Park Center in 
San Diego, California. 
Successful schools share characteristics such as strong 
instructional leadership, a clear and focused mission, high 
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expectations for students, a climate conducive to learning, 
opportunities to learn, regular monitoring of students and 
classrooms, and positive home-school relations (Levine and 
Lezotte, 1990). New research also ties collaboration to 
positive school outcomes. Ongoing research of school 
culture, change and improvement is finding that success is 
more likely when teachers work collaboratively on improve¬ 
ment activities (Fullon and Hargreaves, 1991). When 
teachers and administrators work together, the level of 
commitment, energy and motivation is likely to be higher 
and change efforts are more likely implemented. 
Collaboration requires additional planning, organizing 
and scheduling. It requires coordination. Teacher leaders 
maintain the flow of collaborative activities by helping to 
manage the work, smoothing the work flow and facilitating 
the direction and progress of work. Given the demands in 
urban schools, leaders who help plan and organize joint work 
are very important (Peterson, 1994). 
Teachers have the potential to socialize students and 
to help them interpret the world around them. Collaboration 
can create a more positive environment for teachers and 
students (James Comer,1998). 
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Conceptual Framework 
The purpose of this section is to justify the selection 
of variables used in this study and to show how these 
factors are interrelated and have the capacity to affect 
urban male student achievement. The interrelationship of 
the variables in this study are presented in figure 1. As 
the figure shows, teachers' perceptions of urban male 
students constitute the independent variable. This variable 
was chosen because of the critical role of teachers in the 
life of all students. As Jackie Irvine (1991) emphasized, 
teachers often translate the world through interaction and 
teaching. When teachers have high expectations and optimize 
the learning experience, children learn and become 
successful. Discipline practices, as shown in Figure 1, are 
the intervening variable between teachers’ perceptions (the 
independent variable) and academic achievement (the 
dependent variable). Effective discipline practices by 
teachers are so important to learning. Teachers, through 
their interaction with students, must create an environment 
in which students learn to achieve and interact with each 
other and the world (U. S. Department of Education, 1996). 
The proposed model includes three controlling 
variables: race, gender, and years of teaching of teachers. 
These controlling variables help to determine if the 
observed relationships between teachers’ perceptions, 
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discipline practices and academic achievement tend to 
differ significantly by any of these three characteristics. 




This chapter includes the study site, description of 
the study sample, survey questionnaire, data collection 
procedures and measurement of variables. 
Study Site 
The research site for this study was the largest urban 
school system in Georgia consisting of 97 public schools. 
This School system enrolled in the past academic year (1997- 
98) a total of 59,999 students. Most of these students 
(89.1%) were Black, followed by multi-racial (33%), Hispanic 
(4.6%) and White (less than 4%). Gender-wise they repre¬ 
sented almost equally (49.9% male and 50.1% female). 
The average class size was 28. Approximately 3,272 
students were retained in the preceding school year (1996- 
97). Nearly two-thirds (61%) of these retained students 
were males and 94% of them were Black. 
Seven percent of all students enrolled in the school 
system were in special education and an additional 19.3% 
were in remedial education. Sixty-four percent receive free 
or reduced lunch and 4% dropped-out of schools. 
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The school system includes 16 middle schools that 
enrolled 12,302 in 1997-98 academic year. Three of these 
sixteen middle schools were selected to participate in this 
study. For the purpose of anonymity, as agreed at the time 
of the survey, these schools are identified as School-I, 
School-II and School-Ill. Profiles of each of these three 
schools are given below for the 1997-98 school year: 
School-I 
There were a total of 689 students. More than 63% of 
the students were Black; slightly more than 33% were White; 
less than 2% of the students were classified as others 
(Asians, Hispanics and Native Americans). 
There are 348 females totaling 50.5% and 341 males 
totaling 49.5% of the total population. There were 21 
students retained. More than 57% were male and 43% were 
female. Seventy-six percent were Black and twenty-three 
percent White. 
School-II 
There were 784 students enrolled at this middle school. 
More than 97% were Black, less than 1% were White or other 
categories of race. However, 1% was Hispanic. There were 
364 females, totaling 46% of the population and 420 males or 
53% of the population. This academic year, 38 students were 
retained, 52% males and 47.4% female. One hundred percent 
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were Black. Sixty-three percent of the student body 
receives free or reduced lunch. 
School-Ill 
This school had 856 students. Almost 55% were Black; 
31% were White? 9% Hispanic; 3.2% were Asian. Almost 54% of 
this student population was female and 46.3% was male. This 
academic year, 13 students were retained, 76% male, and 23% 
female. Approximately 76% were Black, 15% White and 7% 
Hispanic. 
Of the total number of students 34.4% receive free or 
reduced lunch. A total of 87 students (6.6%)dropped out 
during the academic year. 
Sample Description 
The three schools selected employed a total of 134 
teachers. All teachers in these schools have a 190 day 
contract. However, 103 teachers, comprising of 76.8 percent 
of the sample space, responded to the questionnaire. Of 
these 103 responses, 11 were removed because they did not 
identify themselves as teachers (i.e., they were admini¬ 
strators and/or support staff). Thus the final sample of 
the study consisted of 92 teacher respondents. The profile 
analysis of the sample suggests that a typical respondent is 
Black, female and over 40 years old with at least a masters 
degree, earning at least $50,000. 
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Survey Questionnaire 
The survey questionnaire includes 53 items under four 
sections. The first section solicits demographic background 
of the teacher respondents. Section II focuses on teachers’ 
perceptions of urban male and female students. Section III 
asks questions about discipline practices and section IV 
about academic achievement. A set of six to eight items were 
included to measure each of the three variables in the model 
—perceptions, discipline practices and academic achieve¬ 
ments of male and female students. A Likert-type scales with 
four choices of response categories: strongly disagree, 
disagree, agree, and strongly agree, were utilized. There¬ 
fore, all questions were close-ended, requiring the respon¬ 
dents to simply check one of the response categories that 
was applicable to them. 
Several questionnaires were administered outside of the 
selected sample to pilot test the validity of the instrument 
prior to the finalization and administration of the survey 
to the sample. Clear instructions to answer all questions 
were included to guide the respondent in completing the 
instrument. 
Data Collection 
As a first step in collecting data, principals of the 
three selected middle schools were contacted for their 
approval. Following their oral acceptance the questionnaire 
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along with the proposal was submitted to the school system’s 
Department of Research and Evaluation. 
The school system, following its review, granted 
permission to conduct the survey and informed the principals 
of the same. The researcher, then contacted the principals 
to obtain a convenient time for administering the 
questionnaires. The actual survey was administered in the 
second week of April, 1999. A different color sheet was used 
to differentiate between schools. On an average, respondents 
took 10-15 minutes to complete the instrument. The overall 
reliability of responses yielded an alpha coefficient of 
0.875. 
Measurement of Variables 
Measurement of Independent Variable: 
Teachers’ perceptions, the independent variable, 
consist of two sections: learning skills and interpersonal 
skills. Learning skills include five items: exhibit self 
control, use creativity in problem solving, volunteer for 
class projects, complete assignments on time, and have 
pencil and paper to do class work. Interpersonal skills, 
include three items: dress appropriately for school, popular 
with peers, and seek teacher’s attention. Questions 10 
through 17 are related to these items for males and 18 
through 25 for females. These responses helped to measure 
gender-differences in perceptions by the teachers. All the 
responses were coded in the following manner: strongly 
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disagree (1), disagree (2), agree (3), and strongly agree 
(4) . 
Measurement of Intervening Variable: 
Discipline practices, the intervening variable, has 
eight items: clarifying the problem before acting on 
students, ignoring students, making it a learning oppor¬ 
tunity, isolating students in class, sending students to the 
principal, punishing students (i.e. detention suspension, 
and extra work); counseling with the student about the 
problem, and following discipline procedures at the school. 
Questions 26 through 33 are related to these items. All the 
responses were coded in the following manner: strongly 
disagree (1), disagree (2), agree (3), and strongly agree 
(4). 
Measurement of the Dependent Variable: 
Academic achievement, the dependent variable, consists 
of six items: score on national standardized test, score 
above the norm on standardized tests, score below the norm 
on standardized tests, complete assignments successfully 
(pass), complete assignments but not successfully (fail), 
and do not complete assignments. Questions 42 through 47 are 
related to these items. All the responses were coded in the 
following manner: strongly disagree (1), disagree (2), agree 
(3), and strongly agree (4). 
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Measurement of Controlling Variables: 
The three controlling variables in the study — race, 
gender and years of teaching — are measured in the 
following manner: 
1. Gender: male (1), female (2) 
2. Race: Black (1), White (2), Other (3) 
3. Years of Teaching: less than 5 years (1), 5-15 
years (2), 16+ years (3) 
The data analysis, as exemplified in the following 
chapter, employed both univariate and bivariate technigues. 
Univariate measures included freguencies and percentages. 
Bivariate measures included two-way cross tabulations and 
rank order correlation analysis. The three study hypotheses 




The primary purpose of this research was to examine the 
interrelationships between teachers’ perceptions, discipline 
practices, and academic achievement of urban male students. 
This chapter provides the results of data analysis for each 
of the nine research questions. 
Research Question 1: What are teachers' perceptions of 
urban male students? 
Questions 10 through 25 of the instrument specifically 
addressed this issue. Of these 16 items, eight were related 
to the perceptions of urban males. The remaining eight (18- 
25) were related to urban female students. All items were 
identical to both male and female students. 
For the purpose of analysis the eight items (for each 
gender) were grouped into two major categories: learning 
skills and interpersonal skills of students. Learning 
skills consist of five items (exhibit self control, 
creativity in problem solving, have pencil and paper to do 
class work, volunteer for class projects and complete class 
assignments on time. For interpersonal skills there are 
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three items (appropriate dress for school, are popular with 
peers and seek my attention). Table 1 illustrates the 
perceived disagreement patterns to these specific items. 
As illustrated in Table 1A, 47.8% of the teachers 
perceive that urban males do not use creativity in problem 
solving. Almost 41% of teachers perceive that males do not 
complete assignments; 43.3% perceive that urban males do not 
have pencil and paper; do not exhibit self control (38.1%) 
and 48.4% perceived that males do not volunteer for class 
projects. 
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Table IA. Percentage Distribution of Teachers by Their 
Perceptions of Urban Male and Female Students 
Student Strongly Strongly 
Perceptions Gender Disagree Disagree Agree Agree 
Exhibit Self Male 14.6 23.6 53.9 7.9 
Control 
Female 13.2 13.2 64.8 8.8 
Dress Male 4.4 15.4 63.7 16.5 
Appropriately 
Female 3.3 22.0 59.3 15.4 




Female 4.5 28.1 58.4 9.0 
Are Popular 
with Their 
Male 3.3 15.4 67.0 14.3 
Peers Female 4.5 28.1 58.4 9.0 
Volunteer 
for Class 
Male 12.1 36.3 45.1 6.6 
Projects Female 4.4 23.1 63.7 8.8 
Complete 
Class Assign- 
Male 9.9 30.8 52.7 6.6 
ments on Time Female 4.4 13.2 72.5 9.9 
Seek My 
Attention 
Male 3.3 26.4 56.0 14.0 
in Class Female 1.1 21.1 64.4 13.3 
Have a 
Pencil and 
Male 11.1 32.2 50.0 6.7 
Paper To Do 
Class Work 
Female 3.3 18.7 64.8 13.2 
76 
Table IB shows that the negative perceptions ranged 
from 38.1% to 48.4% for urban male students. On the other 
hand, the negative perceptions for females ranged from 17.6 
to 32.6% in terms of their learning skills. Overall, more 
female students were perceived to have learning skills than 
male students. 
Table IB. Percentage Distribution of Teachers Who Disagree 













Male 47.8 40.7 43.3 48.4 38.1 
Female 32.6 17.6 22.0 27.5 26.4 
Though more males are seen negatively than females in 
all five learning skills categories, the gender gap for 
completing assignments is larger than any other items. 
Thus, the most frequent problem that teachers encounter with 
male students is to have them complete assignments on time. 
As presented in Table 1C, more urban male students were 
seen positively than their female counterparts in the 
category of appropriate dress for school. 
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Table 1C. Percentage Distribution of Teachers Who Disagree 
With Students’ Interpersonal Skills by Gender 
Students’ Appropriate Popular Seek Teacher 
Gender Dress with Peers Attention 
Male 19.8 18.7 29.7 
Female 25.3 15.4 22.2 
Nearly 20% of teachers opined that males do not dress 
appropriately for schools while 25% felt similarly about 
females. This may be due to the fact that female dressings 
are more expensive than males and thereby related to family 
poverty. Furthermore, the general expectations for females 
to dress well may be higher than it is for males. For 15.4% 
of teachers, female students are not popular with peers, 
whereas 18.7% of teachers perceive urban males are not 
popular with peers. In the next category, 29.7% of teachers 
disagree that urban male students seek attention from 
teachers, compared to 22.2%, who perceive females similarly. 
These negative perceptions by teachers may be shared 
among others in course of time. Should this happen it might 
affect the quality of care, concern of students and 
ultimately academic achievement of children. 
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Research Question 2: How are these perceptions varied by 
race, gender and years of 
experience? 
Table 2: Percentage of Teachers who Perceived Urban Male Students Negatively by Gender, 
Race and Years of Experience (of Teachers) 
Gender Race Years of Experience 
Male Female Black White Other > 5 5-15 16 + 
Negative (N=14) 
Perceptions 
(N=7 6) (N=45) (N=34) (N=ll) (N=21) (N=2 8) (N=39) 
Exhibit 6.7 
Self Control 
43.8 47.7 26.5 36.4 52.4 35.7 33.3 
Dress 21.4 
Appropriately 





50.7 57.8 41.2 27.3 42.9 40.0 57.9 
Are Popular 7.1 21.1 26.7 14.3 0.0 28.6 23.3 10.3 
With Peers 
Table 2: (continued) 






























7.1 32.9 28.9 31.4 27.3 33.3 26.7 30.8 
Have Pencil 
and Paper 
To Do Class 
Work 




Table 2 presents percentages of teachers who perceive 
urban male students negatively by gender, race and years of 
experience. More female teachers have negative views of 
urban male students than their male partners. Specific 
categories in which males are perceived negatively by female 
teachers are: using creativity in problem solving (50.7%), 
volunteer for class projects (51.3%) and having pencil and 
paper to do class work (44.0%). 
Male teachers, though constituting a small sample, 
perceive urban male students negatively less frequently than 
female teachers. Their negative perceptions are largely in 
the categories of complete assignments on time and having 
pencil and paper to do class work on time (35.7% each). 
Regarding perceptions of teachers' by race, Black 
teachers most negative responses were having pencil and 
paper (67.2%), volunteering for class projects (57.8%), and 
creativity in problem solving (57.8%). For White teachers, 
the three most negative responses were: using creativity in 
problem solving (41.2%), seeking attention from teachers 
(31.4%) and volunteer for class projects (37.1%). This may 
be because the male students, given their failure to 
complete assignments on time, do not embarrass themselves by 
volunteering for class projects. 
Those who have less than 5 years experience express 
their dissatisfactions more often than others about male 
students’ lack of self control and failure to bring pencil 
82 
and paper to do class work (52.4% each). Should we con¬ 
jecture the years of experience as a correlate of one's age, 
many of these teachers tend to be younger and therefore may 
have difficulty to portray an adult role model to the 
students. Their limited experience (less than 5 years) may 
also have contributed to their limited skills in terms of 
motivating students and giving their attention to adhere to 
their expectations. Those who report 5-15 years of experi¬ 
ence, like those with experience of 16 years or more, 
reported that many of the male students do not volunteer for 
class projects. However, the later category were most 
disagreed that male students use creativity in problem 
solving (57.9%). 
The least negative response of all categories was male 
teachers of urban males. Exhibiting self control had a 
negative perception of 6.7% of this group. These teachers 
may relate to adolescent male students and conclude that 
self control is not a primary concern. 
Research Question 3: What are the disciplinary measures 
practiced by teachers to resolve 
students' problems? 
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Table 3. Percentage Distribution of Disciplinary 
Practices by Teachers 




Clarify problem before 
acting on them 10.5 89.5 
Ignoring them 77.3 22.7 
Making it a learning 
opportunity 10.1 89.9 
Isolating students 
in class 43.7 56.3 
Sending students 
to principals 84.3 15.7 
Punishing students 36.8 63.2 
Counseling with student 
about the problem 9.0 91.0 
Following discipline 
procedures at the school 10.1 89.9 
Table 3 presents disciplinary measures practiced by 
teachers to resolve students' problems. According to the 
table, 91% of teachers counsel male students in order to 
resolve their problems. Approximately, 90% clarify the 
problem before acting, almost 90% make it a learning experi¬ 
ence and almost 90% follow school discipline procedures. 
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Teachers disagreed mostly with sending students to the 
principal (84.3) and ignoring them (77.3). 
Counseling students, making it a learning experience is 
in direct contrast to ignoring problems and sending students 
to the principal. Since students come to school to learn, 
it may be an opportunity for students to learn skills and 
good behavior which become lessons for life instead of 
sending them away. 
Research Question 4: How are these measures varied by 
race, gender and years of 
experience? 
Table 4: Percentage of Teachers Discipline Practices by Gender, Race and Years of 
Teaching 
















87.3 92.1 70.0 0.0 10.0 96.3 84.2 
Ignoring 
Them 








50 .0 56.9 53.9 72.7 0.0 60.0 53.6 55.3 
00 
oi 
Table 4: (continued) 















16.2 15.4 18.2 0.0 30.0 16.7 7.9 
Punishing 
Students 









At the School 
87.8 91.0 81.8 80.0 85.0 93.3 89.5 
03 
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Table 4 presents the discipline practices varied by 
race, gender, and years of experience. Table 4 indicates 
that male teachers carry out discipline of male students by 
clarifying the problem before acting on them (100%) and 
following discipline procedure at the school (100%). Very 
often, male teachers make it a learning experience for male 
students (92.9%) or counseling with the students about the 
problem (89.2%). Male teachers are less likely to send 
urban males to the principal (14.3%). 
On the other hand, female teachers more often counsel 
with the students about the problem (100%), make it a 
learning experience (89.2%), follow discipline procedures at 
the school (87.8%) and clarify the problem before acting on 
them (87.3%). They are less likely to send the male 
students to the principals office (16.2%). 
Black teachers participating in the survey are more 
likely to counsel the student (93.6%), clarify the problem 
before acting on them (92.1%) and follow discipline practice 
at the school (91%). White teachers are most likely to make 
a learning experience (100%) for urban male students. They 
also follow discipline practice at the school (81.8%). 
The third variable is years of experience. For those 
teaching less than 5 years, resolve discipline problems of 
male students by ignoring them (90%). For those teaching 5- 
15 years, discipline problems of urban male students are 
resolved by ignoring them (96.3%) and clarifying them before 
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acting on them (96.3%). They are least likely to send urban 
male students to the principal (16.7%). Those teachers who 
have been teaching more than 16 years or more are more 
likely to make it a learning experience (92.1%). They are 
least likely to send urban male students to the principal 
(7.9%). This is true in almost every category of this 
table. This is perhaps the last option for resolving 
discipline. 
Research Question 5: What are the students' academic 
achievement as assessed by 
teachers? 
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Table 5. Percentage Distribution of Urban Male Students’ 
Academic Achievement as Assessed by Teachers 
Academic Achievement Few Some Majority 
Scores at the national 
norm on standardized 
test 23.0 36.0 22.0 
Scores above the national 
norm on standardized test 30.8 50.0 19.2 
Scores below the national 
norm on standardized test 24.4 44.9 30.8 
Completes assignment 
successfully (pass) 9.6 30.1 60.2 
Completes assignment 
but not successfully 
(fail) 45.1 42.7 12.2 
Does not complete 
assignments 65.9 24.4 9.8 
This section was divided into two categories: stand¬ 
ardized test and completion of assignments. The responses 




(1-25 % students) 
(26-50 % students) 
(51-100 % students) 
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Table 5 presents a distribution of teachers' assessment 
of urban male students’ academic achievement. Most 
noticeable is that 65.9% of teachers stated that few 
students do not complete assignments. Approximately 45% of 
teachers state that a few male students complete assignments 
but not successfully (45.1%). The majority (60.2%) of male 
students do complete assignments successfully. 
This may indicate that urban male students are 
achieving academically with assignments but do not do well 
on standardized tests. This critical aspect of academic 
achievement has a reciprocal affect on how students are 
placed and tracked. 
Research Question 6: How are these achievement 
assessments varied by race, gender 
and years of service of teachers? 

















Few 7.1 33.3 30.1 12.5 0.0 22.2 29.2 30.8 
Some 50.0 42.4 42.5 62.5 0.0 38.9 37.5 51.3 





Few 7.7 35.9 32.9 12.5 0.0 35.3 25.0 32.4 
Some 69.2 45.3 48.6 18.6 0.0 35.3 58.3 51.4 
Majority 23.1 18.8 62.5 25.0 0.0 29.4 16.7 16.2 
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Table 6. (Continued) 
Teachers Gender Race Years of Experience 
Assessment 





Few 15.4 26.6 25.7 12.1 0.0 23.5 29.2 21.6 
Some 69.2 39.1 41.4 75.0 0.0 35.3 45.8 48.6 





Few 0.0 11.6 10.8 0.0 59.5 5.6 11.1 10.5 
Some 7.7 34.8 29.7 33.3 66.7 27.8 29.6 31.6 
Majority 92.3 53.6 59.5 66.7 60.2 66.7 59.3 57.9 
U3 
N) 
Table 6. (Continued) 
Teachers Gender Race Years of Experience 
Assessment 





Few 46.2 45.6 47.9 22.2 0.0 38.9 40.7 51.4 
Some 38.5 42.6 39.7 66.7 0.0 44.4 44.4 40.5 




Few 53.8 67.6 67.1 55.6 0.0 55.6 74.1 64.9 
Some 38.5 22.1 21.9 44.4 0.0 38.9 14.8 24.3 




Table 6 presents percentages of teachers' assessment of 
academic achievement of urban male students by race, gender 
and years of experience of teachers. 
Most noticeable 92.3% of male teachers state that the 
majority of their urban male students complete assignments 
successfully while only 53.6% of female teachers state that 
students complete assignments successfully. Male teachers 
stated that only 7.7% of the majority urban male students do 
not complete assignments while 10.3% of female teachers 
stated the same. One might conclude that male teachers 
perceive that it is sufficient to complete assignments while 
females might conclude that it is not sufficient to complete 
assignments but also that students must pass. 
In the category on race, all of the responses came from 
Black and White teachers. The other respondents did not 
reply to this section. Approximately 75% of white teachers 
stated that some (26-50%) male students score below the 
national norm on standardized test, while 41.4% Black 
teachers stated that some students score below the norm on 
standardized tests. Almost 67% of white teachers stated 
that the majority of male students complete assignments 
while only 59.5% of Blacks had this same response. 
Slightly more than 58% of those with 5-15 years of 
experience stated that some students score above the 
national norm. Only 29.2% stated that the majority of male 
students score below the national norm on standardized 
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tests. Nearly 74% reported that few students do not 
complete assignments. Among those with less than 5 years 
experience, nearly six percent indicate that few (1-25) 
complete assignments successfully. This number doubles to 
10.5 for those teachers teaching over 16 years. Teachers’ 
experience evidently influences the probability of urban 
male students completing assignments successfully. 
Research Question 7: What is the relationship between 
teachers' perceptions of urban male 
students and discipline practice? 
The initial correlation analysis reveals significant 
relationships between perceptions of dress appropriately for 
school and the practice of ignoring them (r = .284); 
teachers' perceptions and using creativity for problem 
solving (r = .269); using creativity in problem solving and 
ignoring them (r = .229) and making it a learning 
opportunity (r = 272); perceptions (popular with peers) and 
discipline practice (making it a learning opportunity) (r = 
.231); finally, have pencil and paper to do class work and 
the practice of clarifying the problem before acting on them 
(r = .220) as well as making it a learning opportunity (r = 
.227) . 
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Therefore a crosstabulation of variables involving 
these relationships and their results are presented in 
tables 7A, 7B, 7C, and 7D. 
Table 7A. Crosstabulation of Disciplinary Practices of 
Ignoring Male Students by Selected Perceptions. 
Selected Disciplinary Practice of 
Perceptions Ignoring Male Students 
SD/D SA/A 
Dress appropriately SD/D 52.9% 47.1% 
for school 
SA/A 83.1% 16.9% 
Using creativity in 
problem solving 
SD/D 67.4% 32.6% 
SA/A 86.7% 13.3% 
Table 7A presents a crosstabulation of teachers' 
perceptions regarding urban male students appropriate dress 
and two selected variables: dress appropriately for school 
and using creativity in problem solving. The item used 
under the category of teachers perceptions was "ignoring 
them." 
As presented in this table, 2.9% of teachers strongly 
disagree that urban male students should be ignored when 
they are not appropriately dressed for school. When 
teachers perceive that urban male students are appropriately 
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dressed, 83.1% do not agree that they should be ignored. 
Perhaps this might indicate that when children are 
appropriately dressed, they get much attention. 
When teachers' perceive that urban male students use 
creativity in problem solving, 86.7% responded that they do 
not agree with ignoring them. From this table one might 
conclude that these two teacher perceptions (dress 
appropriately for school and using creativity in problem 
solving) increase the chances that students get more 
attention from teachers when they are appropriately dressed. 
Table 7B. Crosstabulation of Disciplinary Practice of Making 
it a Learning Opportunity for Urban Male Students 
by Selected Perceptions. 
Perceptions Making It A Learning Opportunity 
SD/D SA/A 
Have a pencil and SD/D 17.9% 82.1% 
paper to do class 
work SA/A 4.1% 95.1% 
Are popular with SD/D 25.0% 75.0% 
peers 
SA/A 6.8% 93.2% 
Table 7B presents a crosstabulation of teachers' 
perceptions (making it a learning experience) and an item in 
the discipline section of the instrument. Approximately 
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95.9% of teachers who perceive that students have pencil and 
paper to do class work also are of the opinion, in terms of 
discipline practice to make it a learning experience. When 
students are popular with peers, 93.2% make it a learning 
experiences. Both perceptions, may increase the likelihood 
of learning. 
Table 7C. Crosstabulation of Teachers' Perception of Having 
Pencil and Paper to do Class Work and Disciplinary 




Disciplinary Practice of 
Clarifying Problem Before 
Acting on them 
SD/D SA/A 
Have a pencil and SD/D 17.9% 82.1% 
paper to do class 
work SA/A 4.3% 95.7% 
Table 7C is a crosstabulation of (clarifying the 
problem before acting on them) and teachers' perceptions 
(having pencil and paper to do class work). For those 
teachers who perceive that students have pencil and paper to 
do class work, 95.7% agree that they should clarify problems 
before acting on them. For teachers who disagree that urban 
male students have pencil and paper to do class work 
responded to clarifying the problem at more than 82%. A 
positive perception of urban male students having pencil and 
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paper increases the likelihood of clarifying the problem by 
almost 10%. 
Table 7D. Crosstabulation of Teachers' Perception of Dress 
Appropriately for School and Discipline Practice 
of Following Procedures at the School 
Selected Disciplinary Practice of 
Perception Following Discipline 
Procedures at the School 
SD/D SA/A 
Dress appropriately SD/D 23.5% 76.5% 
for school SA/A 6.9% 93.1% 
Table 7D is a crosstabulation of teachers' perception 
(dress appropriately for school) and an item under 
discipline section (following discipline procedures at the 
school). In this table, teachers who perceive their urban 
male students do not dress appropriately are likely (76.5%) 
to follow discipline procedures. When they agree with this 
response the possibility of following discipline procedures 
increased to more than 93% (up 13%). This may indicate that 
teachers are more likely to follow discipline procedures at 
the school when they are agreeable to students appropri¬ 
ations of dress. Therefore, appropriate dress may be an 
indicator for teachers to enter a selection process for 
determining how discipline and other issues with students we 
resolved. 
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It shows consistently the emphasis is on those children 
who are perceived positively than those perceived to be 
negatively. Normally, one would expect to have higher 
emphasis on those perceived negatively as a way of 
rectifying their behavior and providing remedial education 
in order to achieve their academic goal. 
Research Question 8: What is the relationship between 
discipline practice and academic 
achievement as assessed by 
teachers? 
The correlation analysis reveals significant relation¬ 
ships between discipline practice and academic achievement 
including the following: making it a learning experience and 
complete assignments but not successfully (r = .277); 
counseling with the student about the problem and complete 
assignments but not successfully (r = .271); and counseling 
with the student about the problem and scoring at the 
national norm on standardized tests (r - .249). 
A crosstabulation of all three was adopted to observed 
the pattern of responses that support each relationship. 
Table 8A, 8B and 8C presents the results of the 
crosstabulations. 
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Table 8A. Crosstabulation of Discipline Practices of Making 
it a Learning Opportunity and Academic Achievement 
of Completing Assignments but not Successfully 
Selected 
Discipline Practice 
Academic Achievement of 
Completing Assignments But Not 
Successfully 
SD/D SA/A 
Making it a Few 37.5% 37.5% 
learning 
opportunity Majority 37.5% 9.6% 
As shown in Table 8A, when teachers (37.5) disagree 
that students do not complete assignments, this same 
percentage want to make it a learning experience. One might 
conclude that when the teachers perceive that students are 
trying, they want to increase the likelihood that children 
learn. As indicated when students are perceived not to 
complete assignments by teachers (37.5) the percentages drop 
to 96% of them wanting to make it a learning experience. 
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Table 8B. Crosstabulation of Discipline Practices of 
Counseling with the Student about the Problem and 
Academic Achievement of Completing Assignments but 
not Successfully 
Selected Academic Achievement of 
Discipline Practice Complete Assignments But Not 
Successfully 
SD/D SA/A 
Counseling with Few 48.0% 
the student about 
the problem Majority 33.3% 
66.7% 
10.7% 
In Table 8B, when teachers agree that students do 
complete assignments but not successfully (66.7%), they are 
less likely to counsel with the students (10.7%). 
Table 8C. Crosstabulation of Disciplinary Practices of 
Counseling with the Student about the Problem) and 
Academic Achievement Scoring at the National Norm 
on Standardized 
Selected Academic Achievement of 




Counseling with Few 42.9% 31.9% 
the student about 
the problem Some 42.9% 44.4% 
Majority 33.3% 31.0% 
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In Table 8C, when some students (44.4%) score at the 
national norm, only a third of the teachers' will counsel 
with the students. Perhaps teachers spend more time making 
all situations a learning opportunity than counseling with 
students when they are doing well. 
Research Question 9: What is the relationship between 
teachers' perceptions of urban male 
students and academic achievement? 
The correlation analysis reveals a significant 
relationship between teachers' perceptions of urban male 
students and their discipline practice: exhibit self control 
and score above the national norm on standardized tests (r = 
.284); use creativity in problem solving and score at the 
national norm on standardized tests (r = .271); use 
creativity in problem solving and scoring above national 
norm on standardized tests (r = .275); use creativity in 
problem solving and complete assignments successfully (r = 
.256); are popular with peers and score above national norm 
on standardized tests (r = .235); complete class assignments 
on time and score above the national norm of standardized 
test (r = .379); complete class assignments on time and 
score below the national norm on standardized tests (r = 
.277); have pencil and paper to do class work and score 
above national norm on standardized tests (r = .331); have 
104 
pencil and paper to do class work and score below the 
national norm on standardized tests (r = .235); and have 
pencil and paper to do class work and complete assignments 
successfully (r = .245). 
A crosstabulation of these was adopted to observe the 
pattern of responses that support each relationship. Tables 
9A, 9B, 9C, 9D, 9E, 9F, 9G, 9H, 91, and 9J present the 
results of the crosstabulations. 
Table 9A. Crosstabulation of Academic Achievement of Scoring 
Above the National Norm on Standardized Tests and 
Teachers' Perceptions of Exhibit Self Control 
Selected Teachers . ’ Perception of 
Academic Achievement Exhibit Self Control 
SD/D SA/A 
Score Above the Few 53.3% 17.0% 
National Norm on 
Standardized Tests Some 30.0% 61.7% 
Majority 16.7% 21.3% 
As shown in Table 9A, when teachers agree (61.7%) that 
some students exhibit self control, they also score above 
the national norm on standardized tests. Teachers may 
perceive, perhaps, that self control leads to higher test 
scores on standardized tests. 
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Table 9B. Crosstabulation of Academic Achievement of Scoring 
At the National Norm on Standardized Tests and 




Teachers’ Perceptions of 
Use Creativity in Problem 
Solving 
SD/D SA/A 
Score At the Few 
National Norm on 





In Table 9B, when teachers perceive that students use 
creativity in problem solving, almost 42% assess that 
students score at the national norm on standardized tests. 
The percentages rise significantly on score at the national 
norm when teachers perceive that students use creativity in 
problem solving. 
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Table 9C. Crosstabulation of Academic Achievement of Scoring 
Above the National Norm on Standardized Tests and 





Use Creativity in Problem 
Solving 
SD/D SA/A 
Score At the Few 43.6% 16.4% 
National Norm on 
Standardized Tests Some 43.6% 55.3% 
Majority 12.8% 26.3% 
The same perception holds true in Table 9C, that when 
students use creativity in problem solving, the percentages 
jump from 16% to more than half (53%) for those teachers who 
assess that students score above the national norm on 
standardized tests. 
Table 9D. Crosstabulation of Academic Achievement of 
Completing Assignments Successfully and Teachers' 
Perception of Using Creativity in Problem Solving 
Selected Teachers’ Perceptions 





47.6% 72.5% Majority 
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The percentages are even more dramatic in Table 9D. 
When students use creativity in problem solving, teachers 
assess that students complete assignments successfully 
(72%). 
Table 9E. Crosstabulation of Academic Achievement of Scoring 
Above the National Norm on Standardized Tests and 
Teachers' Perception of Are Popular with Peers 
Selected Teachers’ Perception 
Academic Achievement Are Popular with Peers 
SD/D SA/A 
Score Above the Few 67.7% 24.2% 
National Norm on 
Standardized Tests Some 16.7% 19.7% 
In Table 9E, when teachers perceive that students are 
not popular with their peers, they also do not assess that 
students score above the norms on standardized tests at 
67.7%. 
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Table 9F. Crosstabulation of Academic Achievement of Scoring 
Above the National Norm on Standardized Tests and 
Teachers' Perception of Completing Assignments on 
Time 
Selected Teachers’ Perception of 
Academic Achievement Completes Assignments on Time 
SD/D SA/A 
Score Above the Few 48.5% 33.3% 
National Norm on 
Standardized Tests Some 45.5% 53.3% 
Majority 6.1% 28.9% 
In contrast, in Table 9F, when teachers perceive that 
students complete assignments on time, 53%, more than half 
perceive that they score above the national norm. 
Table 9G. Crosstabulation of Academic Achievement of Scoring 
Below the National Norm on Standardized Tests and 
Teachers' Perceptions of Completing Assignments on 
Time 
Selected Teachers’ Perceptions of 
Academic Achievement Completes Assignments on Time 
SD/D SA/A 
Score Below the Majority 46.6% 16.3% 
National Norm on 
Standardized Tests 
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In Table 9G, when teachers disagree that students 
complete assignments on time, they also score below the 
national norm. 
Using creativity in problem solving and completing 
assignments on time, might be perceived as indicators by 
teachers of those students scoring above the national norm. 
Table 9H. Crosstabulation of Academic Achievement of Scoring 
Above the National Norm on Standardized Tests and 
Teachers' Perceptions of Have a Pencil and Paper 
to Do Class Work 
Selected 
Academic Achievement 
Teachers’ Perceptions of 
Have a Pencil and Paper to Do 
Class Work 
SD/D SA/A 
Score Above the Few 48.6% 16.3% 
National Norm on 
Standardized Tests Some 40.0% 58.1% 
Majority 11.4% 25.6% 
Noticeably, in Table 9H, when teachers perceive that 
students have pencil and paper (58%) teachers assess that 
students score above the national norm on standardized 
tests. When teachers perceive that students do not have 
pencil and paper, only some (40.0%) score above the national 
norm on standardized tests. This might indicate that 
student preparedness for school increases the likelihood 
that they will achieve, even on standardized tests. 
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Table 91. Crosstabulation of Academic Achievement of 
Completing Assignments Successfully and Teachers' 
Perceptions of Have a Pencil and Paper to Do Class 
Work 
Selected Teachers’ Perceptions of 
Academic Achievement Have a Pencil and Paper to Do 
Class Work 
SD/D SA/A 
Complete Assign- Few 10.8% 6.7% 
ments Successfully 
Some 45.9% 17.4% 
Majority 43.2% 73.9% 
As shown in Table 91, they are also more likely to 
complete assignments when teachers perceive (73.9%) that 
students have pencil and paper to do class work. Again, the 
more positive the perception the more likely that students 
will be successful. 
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Table 9J. Crosstabulation of Academic Achievement of Scoring 
Below the National Norm on Standardized Tests and 
Teachers' Perception of Have a Pencil and Paper to 
Do Class Work 
Selected Teachers’ Perception of 
Academic Achievement Have a Pencil and Paper to Do 
Class Work 
SD/D SA/A 
Score Below the Few 22.9% 25.6% 
National Norm on 
Standardized Tests Some 28.6% 58.1% 
Majority 48.6% 16.3% 
Lastly, Table 9J presents a crosstabulation of academic 
achievement (score below the national norm on standardized 
tests) and teachers perception (have pencil and paper to do 
class work). The more positively students are perceived, 
the less likely they are to score below the national norm on 
standardized tests. Teachers who perceive that students do 
not have pencil and paper (48.6%) tend to assess that 




There needs to be a re-evaluation of large urban 
schools that serve poor children. A new relationship must 
be developed between school, community and parents. They 
must work together to design and tailor programs that meet 
the special academic and social needs of all the children 
they serve. 
The way schools are organized and run reflects the 
value society places on the welfare of its children. 
Teachers, in their teaching and interaction with children, 
bring and translate those values to children. Excellent 
schools exist in communities where parents and educators 
share a belief in the power of education to give their 
children a good start in life. 
This research confirms that teachers perceptions of 
urban male students have a relationship to how discipline is 
practiced and urban male students academic achievement. 
This research study was designed to answer nine 
questions related to teachers' perceptions of urban male 
students and the correlation to discipline and academic 
achievement. The conclusions, which were based on the 
research findings, are presented in this chapter. 
A brief discussion of each question was presented in 
order to summarize the significant findings of interest. 
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Research Question 1: What are teachers' perceptions of 
urban male students? 
Teachers perceive urban male students most negatively 
when they are perceived to not appropriately dressed for 
school, when they are perceived not to use creativity in 
problem solving and when they are perceived not to have 
pencil and paper. 
Research Question 2: How are these perceptions varied by 
race, gender and years of 
experience? 
For male teachers, urban males "exhibit self control is 
viewed less negative. Completing assignments on time was 
most positive for female teachers, the most negative 
perceptions were "use creativity in problem solving" and 
"are popular with peers." The most positive perceptions was 
complete class assignments on time. 
For years of experience, most significant was from those 
teaching 5 to 15 years and 16 or more years. In this group 
students are perceived most negatively for not volunteering 
for class projects. 
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Research Question 3: What are the disciplinary measures 
practiced by teachers to resolve 
students' problems? 
The most positive perceived problems are resolved by 
counseling with the student, clarifying the problem, and 
following discipline procedures. Teachers are least likely 
to send students to the office. For teachers teaching less 
than 5 years, they are most likely to ignore the student. 
Research Question 4: How are these measures varied by 
race gender and years of 
experience? 
To resolve discipline problems, male teachers are more 
likely to clarify the problem before acting on them, make it 
a learning opportunity and follow discipline procedures at 
the school. Female teachers are more likely to counsel with 
the student and make it a learning experience. Male and 
female teachers are least likely to send students to the 
principal. Black teachers are more likely to counsel with 
the student, clarify the problem before acting on them and 
follow disciplines procedures at the school. White teachers 
are more likely to make it a learning opportunity and follow 
discipline procedures at the school. 
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For teachers teaching between 5-15 years, they are more 
likely to ignore discipline problems. However, for those 
teaching 16 years, they are more likely to make it a 
learning experience and least likely to send students to the 
principal. 
Research Question 5: What are the students academic 
achievement as assessed by 
teachers? 
Most noticeable, the majority of teachers perceive that 
for students do not complete assignments. Teachers perceive 
that males complete assignments but do not do well on 
standardized test. 
Research Question 6: How these academic assessments 
varied by race, gender and years of 
service by teachers? 
Male teachers are less negative about urban male 
students in the category of completing assignments. Females 
have most positive perceptions are in the category "complete 
assignments successfully (pass)." The most positve 
perceptions of male teachers were that males complete 
assignments successfully. For Black teachers the majority 
of their urban males students score about the national norm 
116 
but do not complete assignments. For White teachers the 
majority of urban male students score at the national norm 
but do not complete assignments successfully. 
For years of service, for those teaching 16 or more 
years, they perceive the majority of their students, 
complete assignments and successfully. They also perceive 
that few of their students fail. 
Research Question 7 : What is the relationship between 
teachers7 perceptions of urban male 
students and discipline practice? 
Teachers perceive that when students are not properly 
dressed, they should ignore them. When students use 
creativity in problem solving do not ignore them. When 
students have pencil and paper, are popular with peers, 
teachers perceive that disciplining students should be a 
learning opportunity. Also, when there is a need for 
discipline, the teacher should clarify the problem. Lastly, 
when students are not appropriately, the school discipline 
procedures should be followed. 
Research Question 8: What is the relationship between 
discipline practice and academic 
achievement as assessed by 
teachers? 
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When teachers perceive that students complete 
assignments and there is a need for discipline it should be 
made a learning opportunity. When students do not complete 
assignments, negative perceptions increase in terms of 
making it a learning opportunity. 
Research Question 9: What is the relationship between 
teachers' perceptions of urban male 
students and discipline practice? 
When teachers perceive that students exhibit self 
control, the students are assessed at scoring above the 
national norm on standardized tests. When students use 
creativity in problem solving and are popular with peers, 
they score at or above the national norm on standardized 
tests. When students complete assignments, they also score 
above the national norm. 
However, when teachers assess that students do not 
complete assignments they score below the national norm on 
standardized tests. When students do not use creativity in 
problem solving, teachers ignore them. When students do use 
creativity in problem solving, the majority complete 
assignments. 
In summary, the more positively students are perceived, 
the more likely they will receive attention from teachers. 
The more positively students are perceived by teachers, the 
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more positive teachers are in resolving discipline. The 
more positively students are perceived by teachers, the more 
positive they are assessed in their academic achievements. 
Physical appearance, or appropriateness of dress begins 
the process of how students will be perceived and the 
likelihood that they will get attention from the teachers. 
This first impression begins the selection process for how 
students will be treated and ultimately whether or not they 
will achieve academically or how they are disciplined. 
Perhaps students who do not wear nice clothes are a victim 
of their poverty of they are discarded based on appearance. 
Overtime, after years of lack of appropriate treatment, 
school adds to the cycle of poverty for urban males. 
Therefore, there must be a re-evaluation of large urban 
schools, where these students are least likely to succeed. 
Recommendations 
This scholarly examination of discipline and academic 
achievement as perceived by teachers is necessary to improve 
the life condition of urban males who according to Nathan 
Hare are most endangered. It is therefore important that 
social workers engage in research that will contribute to 
the body of knowledge of educators, social workers and 
policymakers as it related to this particular gender group 
in urban areas. 
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Social workers must bring to bear those resources for 
all children to have positive life experiences. More 
specifically it is recommended that social workers conduct 
research to determine: 
(1) The level of training for teachers in working with 
students with diverse backgrounds. 
(2) How urban males perceive their life experience 
in school? 
(3) How urban males perceive their life experiences 
outside of school? 
(4) What are the "common threads" between life 
experiences and the school experience? 
(5) Are there ways in which school can better create 
an environment that warrants greater "success" for 
urban males? 
(6) The feasibility of all male classes, especially 
the younger grades. 
(7) Increased starting salaries to encourage more men 
to enter the profession. 
(8) To study the feasibility of uniforms for all 





1 am a student in die Ph.D. Program at Clark Atlanta University School of Social Work. I invite you to 
participate in a study of teacher perceptions, discipline practice and academic achievement of students. 
The questionnaire should take only twelve minutes to complete. 
Because it is important to keep all responses confidential, please do not put your name on the 
questionnaire. Choose only one answer for each question. Please respond to all questions. I 
appreciate your cooperation. 
Sincerely, 
Charcella C. Green 
Section I. Demographic Data (1 -9) 
Place a mark (x) next to the appropriate item. Choose only one answer for each question. 
1. My gender is: 1) Male 2) Female 
2. My age group is: 1) Under 30 2) 30-39 3) 40-49 4) Over 50 
3. My race/ethnic group is: 1) Black 2) White 3) Asian 4) Hispanic 
5)  Native American 6) Other (Please specify)  
4. My highest educational degree: 1) Bachelor’s 2) Master’s 3) Specialist 
4) Doctorate 5) (Please specify)  
5. My annual income: 1) Under $20,000 2) $20,000 -$29,00 
3) $30,000 - 39,000 4) $40,000 - $49,000 5) Over $50,000 
6. My current job certification: 1) Administration 2) Elementary Education 
3) Middle Grade Education 4) Secondary Education 5) Special Education 
6)  Other (Please Specify)  
7. My present school position: 1) Teacher 2) Counselor 3) Social Worker 
4) Administrator 5) (Please specify)  
8. Years of teaching or school experience : I) Less than 5 Yrs. 2) 5 to 10 Yrs. 
3) 11 to *5 Yrs. 4) 16to20Yrs. 5) Over20Yrs. 
9. 1 have had formal training in how to teach students from diverse backgrounds: 
1)  Yes 2) No 
Please go to next page»» 
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APPENDIX (continued) 
Section II Teacher Perceptions of Stadents (10 to 25) 
The purpose of this section is to examine the perception of teachers in order to 
explore toe relationship of teacher perception to the discipline practice and academic 
achievement of students. 
How much do you agree with the following statements about your students? 
Please write the appropriate number in the blank beside each statement. 
1 2 3 4 
Strongly Disagree Disagree Agree Strongly Agree 
Usually, the majority of the male students I teach: 
 10. Exhibit self control 
 II. Dress appropriately for school. 
 12. Use creativity in problem solving. 
 13. Are popular with their peers. 
 14. Volunteer for class projects. 
 IS. Complete class assignments on time. 
 16. Seek my attention in class. 
 17. Have pencil; and paper to do class work. 
Usually, the majority of toe female students I teach: 
 It. Exhibit self control. 
 19. Dress appropriately far school. 
 20. Use creativity in problem solving. 
 21. Are popular with their peers. 
 22. Volunteer for class projects. 
 23. Complete class assignments on time. 
 24. Seek my attention in class. 
 25. Have pencil and paper to do class work. 
Please go to next page »»» 
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APPENDIX (continued) 
Section III Discipline (26 to 41) 
Discipline and/or discipline practice is defined as a process in school which 
teaches all students necessary good behavior in order to create a learning environment to 
achieve academically (Georgia Department of Education, The Report Card, 1996-97) 
How much do you agree with the following statements about students? 
Ï 2 3 4 
Strongly Disagree Disagree Agree Strongly Agree 
Usually, I resolve discipline problems for the majority of my male students by: 
 26. Clarifying the problem before acting on them. 
 27. Ignoring them. 
 28. Making it a learning opportunity. 
 29. Isolating students in the class. 
 30. Sending students to the principal. 
 31. Punishing students (i.e. detention, suspension, extra work, ect) 
 32. Counseling with the student about the problem. 
 33. Following discipline procedures at the school. 
Usually, I resolve discipline problems for the majority of my female students by: 
 34. Clarifying the problem before acting on them. 
 35. Ignoring them. 
 36. Making it a learning opportunity. 
 37. Isolating students in the class. 
 38. Sending students to the principal. 
 39. Punishing students (i.e. detention, suspension, extra work, ect.) 
 40. Counseling with the student about the problem. 
 41. Following discipline procedures at the school. 
Please go to the next page »»> 
123 
APPENDIX (continued) 
Section IV Academic Achievement (42 to S3) 
Academic achievement is defined as the level of competence of every child in K- 
12 education who is competent in his current grade level before being promoted to the 
next level (Georgia Department of Education, Report Card, 1996-97). 
How much do you agree with the following statements about your students? 
Please write the appropriate number in the blank beside each statement. 
12 3 4 
Few Some Majority Most Ail 
(0-25%) (26-50%) (51-75%) (76-100%) 
The male students I teach: 
 42. Score at the national norm on standardized tests. 
 43. Score above the national norm on standardized tests. 
 44. Score below the national norm on standardized tests. 
 45. Complete assignments successfully (pass) 
 46. Complete assignments but not successfully (fail) 
 47. Do not complete assignments. 
The female students 1 teach: 
 48. Score at the national norm on standardized tests. 
 49. Score above the national norm on standardized tests. 
 50. Score below the national norm on standardized tests. 
 51. Complete assignments successfully (pass) 
 52. Complete assignments but not successfully (fail) 
 53. Do not complete assignments. 
End of questionnaire Thank you very much. 
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